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Abstract 
Bullying is detrimental to future generations. Bullying may be ascribed to social problems, 
including high unemployment, widespread poverty, radicalised inequality, and poor 
opportunities. The challenges faced by educators are to understand resilience in the 
contexts of bullying in order to find ways in which resilience can be employed as both a 
protective measure and an intervention against bullying. The purpose of this study, 
therefore, is to explore and gain a greater understanding of the resiliency that some 
bullied children display in their talk with others, the factors that contribute to that resiliency 
through bullying talk. The study was conducted at Cosmo Secondary School near a 
northern suburb in Johannesburg. The participants included grade 8s and grade 11s. The 
video recording took place for 90 minutes during Life Orientation double period. The data 
analysis findings were produced through Clayman and Gill conversation analysis 
framework, consisting of four levels. Furthermore, for explicit verification, meaningful 
segments of risk, and protective factors are formed. Findings confirmed that socio-
economic status perpetuates bullying as per this study’s intention and that resiliency is of 
paramount importance in combating bullying but varies based on the psychosocial 
development of the learners. Based on the findings derived from this study, the 
researcher has come up with recommendations that just as one teaches and establishes 
the classroom structures for learning to read, one can do the same and one can teach 
resiliency as a proactive skill to all learners. Future studies could clarify the development 
or intensification of resiliency, which could be infused in the curriculum to address the 
problem of bullying. 
Keywords: bullying, conversation analysis, ethnomethodology, resiliency, risk factors, 
protective factors 
 
1 
 
Chapter One: Overview and Rationale 
1.1 Background of the study 
School bullying is a pervasive epidemic worldwide. Most school learners have 
encountered bullying experiences during their schooling. Bullying is defined by Olweus 
(2013) as an act of aggressive behaviour that is embodied by three indicators which are 
intended to cause harm, replicated incidents over time, and the disparity of power and 
physical strength between the bully and the victim. Bullying others and being victimised 
have detrimental long- and short-term results on the physical health and well-being of 
learners involved. The findings of some international studies estimated that 20% to 30% 
of students in grade 8 through 12 experienced frequent episodes of bullying either as a 
victim or a bully (Goodman, Medaris, & Hott, 2013, p. 2). Regardless of dissimilarity of 
reports, bullying emerges to be a fundamental concern throughout the world, with reports 
that over their middle school years as many as 70% of children are directly affected 
by bullying at some time (Wolfe, 2017, p. 2). 
In South African township schools, the incidence of bullying is also very high. According 
to Profe (2016, p. 68), 57% of South African children claim to have been bullied at schools. 
In South Africa’s townships, according to Maseko (2013) the unemployment statistic and 
poverty has increased immensely, with inequality, low quality of education, and limited 
opportunities being prevalent. Family life has been broken, and household violence rate 
is very high. Most of these socio-economic challenges have adversely affected the 
education system, and the safety of learners is at risk on school premises. 
Bullying among learners can be defined as “the action of one child to hurt, threaten, 
intimidate, or embarrass another child” (Ladikos, Morodi, Van der Merwe, Ovens, & Neser, 
2003, p. 1). According to the inferences of this research, bullying is a spiteful act with an 
intention to harm and hurt others. It includes bodily harm, such as beating and smacking; 
verbal abuse, such as teasing and name-calling; or indirect actions, for example, 
exclusion from groups or spreading rumours. These actions are repeated by an individual 
or a group who targets a weaker individual as the victim. Similarly, Sullivan, Cleary, and 
Sullivan (2004, p. 5) highlight that “bullying can be physical or non-physical and can 
include damage to property”. 
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Section 8 of the South African School’s Act No. 84 of 1996 provides basic provision for 
the adoption of a code of conduct to develop an orderly, safe learning environment for 
learners in schools and to promote teaching and learning (South Africa, 1996a). The 
Constitution of the Republic of South Africa (South Africa, 1996b: Section 28 [1] [9]: 
Children’s Rights) declares, “every child has the right to be protected from maltreatment, 
neglect, abuse, or degradation”. These very important sections of legislation indicate that 
children’s rights and safety are prioritised by government. According to De Wet (2005, p. 
82), the Department of Education (DoE, 1998, p. 6) also makes provision for the 
protection of learners against physical and mental harm, contending, “every learner has 
the right to non-violence and the freedom and security of a person”. Schools are legally 
empowered to ensure that these rights are fulfilled for every learner. 
This study will examine the optimistic character and conduct of learners who managed to 
recuperate or “bounce back” from their bullying experiences and display optimistic results 
regardless of their challenging experience. Notwithstanding, many studies (Rutter, 2006) 
identifying its countless detrimental results, some research indicates that other victims do 
not surrender to the negative outcomes often connected with bullying. Those learners, 
who display positive hypothetical results despite being subjected to bullying, have been 
identified as resilient learners. Regardless of the little knowledge of this courageous group 
of learners, the greatest number of bullying research studies is based on the negative 
results linked with bullying. Thus, due to the negative basis, the conceptualisation of 
resilience in bullying has immensely been neglected or minimally researched (Rothon, 
Head, Klineberg & Stansfeld, 2011).  Sapouna and Wolke (2013, p. 37) suggest that, as 
a result, “little is known about the characteristics and behaviours of the learners who are 
able to ‘bounce back’ from their bullying experiences”. 
Challenges faced by educators include understanding how learners talk about bullying, 
the views they express, and how they do so conversationally. Mabatha (2012, p. 5) argue 
that, “while the most of studies on bullying of learners has relied on self-reporting learners’ 
questionnaires and on how teachers dealt with issues regarding bullying”. Thus, the 
purpose of this study is to explore and gain a greater understanding of the ways in 
which learners who have been bullied talk about their experiences and what they 
do to respond in a resilient way.  
Learners talk in the classroom scenario is one of the fundamental methods of learning, 
as classrooms are evolving in the 21st century. Learners talk is associated with Vygotzk’s 
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(1978) theory that social learning is paramount in education. Learners are not empty-
headed when they come to the classroom. They have had to acquire certain knowledge 
from the home milieu as a primary education. Thus, the teacher needs to create a 
conducive environment in the classroom in order to enable learners to share their prior 
knowledge through talking.  
In this study, the researcher used various methods such as open-ended questions from 
bullying articles and pictures, topics (debate), and bullying statements in order to 
stimulate learners to talk about their experiences and the solutions they use in bullying 
scenarios. Having a better understanding of how learners can refrain from the pessimistic 
characteristic of bullying through resiliency, and how resiliency may manifest itself, can 
assist in expediting anti-bullying methods and could absolutely influence positive goals of 
learners. 
1.2 Resiliency in relation to bullying 
Resilience is differently outlined as an inclination to approach optimistic projections and 
results regardless of the challenging experiences and expansion of the capability to 
conquer difficulties irrespective of reasonable inclinations to stress reactions. Regardless 
of the threshold, whether inherent or obtained, the knowledge of what resilience 
constitutes is an urgently important factor in resisting bullying. Resiliency is identified as 
the behaviours which stipulate that the victim who encounters bullying has resilience if he 
or she can continue to function as an adaptive learner and continue to succeed 
academically. 
With regard to bullying intervention and resistance, this study argues that for those who 
are not originally resilient, it may be imperative to teach them knowledge incorporated 
with resilience, whereby victims prepare mentally to be strong in order to counter bullying 
with resiliency in an assertive and skilful approach. According to Healey (2002) the term 
“resilience” relates to the ability to bounce back or to “stretch back” from difficult 
experiences like a palm tree in the storm. The individual keeps holding on strong and 
balance mentality and continue to succeed in achieving set goals and normally displays 
little manifestation that shows the results of a difficult situation. Healey (2002) suggests 
that “the results are either from a naturally positive inclination or from a deliberate effort 
to present this impression regardless of the stress endured from bullying”. 
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If one fails to address the bullying behaviour in schools, it will most definitely continue to 
escalate towards the occurrence of school violence and generate a consequential risk to 
learners’ academic performance and achievement. On that account, empowering 
learners with a resilient character is a vital factor in subjugating bullying; it could be taught 
to the learner rather than categorising it as a personality trait. According to Bouwer (2014, 
p. 15), “the resilience can be seen as a social ecological construct and argues that 
adverse environmental factors have the potential of negatively impacting on children’s 
growth and developmental progress”. Thus, it is crucial that learners should in future be 
equipped or taught resilience factors in the class as a protective measure and be aligned 
with the curriculum. 
1.3 Problem statement 
As an educator, the researcher’s enthusiasm about resiliency and bullying was triggered 
by her observation of the rapid increase of bullying in her township high school as reported 
in the media daily. She also personally witnessed these incidents as a former township 
learner. In recent times, bullying has escalated to violence and has subsequently 
resulted in fatalism and criminal cases. This persisting phenomenon of bullying is 
an explicit indication of social predicaments.  
School surroundings are inevitably rooted in the widely social and community ambience, 
and consequently, the whole community plays an essential role in making schools safe. 
In the last few years, many stories have made national headlines. According to Motlhaga 
(2015, p. 8), “a male learner from Soshanguve, 16, committed suicide after he was bullied 
by four classmates”. Another incident of a female learner, 17, from Kasselsvlei High 
School in Cape Town, was stabbed and killed by a matric learner (Mdletshe, 2012). The 
Gauteng Department of Education “expelled five Lethabong Secondary School learners 
– four of them had been charged with bullying”. Lastly, according to Moalusi (2016, p. 7), 
“a male learner, 15, from Wentworth High School in Durban, was fatally stabbed by a 
fellow learner and a grade 11 learner was arrested in Gauteng for killing a fellow learner 
he accused of bullying him”. 
Within the South African scenario, the violence in communities affects the school system 
in such a way that overflows into the schools and has influence on the management of 
bullying and on the preventive measures and mediation on bullying. Many research 
studies conducted regarding bullying in South African schools have confirmed the 
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existence of it in many situations and domains. The dangerous results of bullying are 
tyrannically reality and immediate measures that are paramount. There is an urgent need 
to diminish school bullying for a safer schooling system. 
According to Rigby (2003), “there is an excess of research that focused on the bully and 
the repercussions of their actions, as well as, the elements that influence victimisation” 
than on strategies of dealing with bullies (Morrison, 2007) and the psychological 
experiences of bullying (Espelage, Aragon, Birkett, & Koenig, 2008). The research 
problem addressed in this study is that bullying negatively impacts individuals within the 
school environment. Subsequently, many scholarly research studies are not paying 
attention to how learners are struggling in the educational environment and how bullying 
impacts learners. There are also a variety of problems that learner’s experience, such as 
emotional instability and communication issues due to bullying. 
1.4 Purpose statement 
The purpose of this study is to explore and gain a deeper understanding into the resiliency 
that some bullied learners display, when they talk with peers, and what they say and learn 
from one another regarding the factors that contribute to that resiliency. Having a clear 
perspective on how learners use their talk to abstain from the negative influence of 
bullying through resiliency and the factors that resiliency may portray could assist the 
progress of anti-bullying methods and could positively influence the educational system. 
Moreover, developing a curriculum that initiates the promotion of resiliency indicators 
could suffice, for the victims to overcome the detrimental effects of bullying and empower 
them with safe and sound protective skills. According to Healey (2001, p. 4), the purpose 
of making “the distinction is to support the argument that resiliency behaviours can be 
taught and acquired, then utilised it (resiliency) as a means of resisting bullying 
irrespective of the individual traits or personality”. 
1.5 Main research question 
When township high school learners who have been involved in bullying as victims 
and/or as a bully talk with others about their experiences, what do they talk about, 
how is resiliency displayed in such talk, and what do they learn from one another? 
The study will answer the following sub-questions: 
• What do learners learn from one another’s experiences during bullying talk?  
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• How is resiliency being displayed in bullying conversation? 
• What resilience factors can be learned in such talk? 
• How is bullying talk used to develop insights into resiliency? 
 
1.6 Aim and the objectives of the study 
The pivotal aim of the study is to explore the content and processes of bullying talk 
in order to understand how resiliency is enhanced through such talk among 
township high school learners. 
The following key issues will be explored: 
• a theoretical framework of what constitutes (factors) resilience in relation to 
bullying;  
• an analysis of conversation procedures on what learners talk about in bullying 
conversation; and 
• the paradigm shift of the learning process during bullying talk or conversation. 
 
1.7 Research design 
A qualitative method was utilised in this study in order to allow an in-depth analysis of 
data (Jouish, Khurram, Ahmed, Fatima, & Haider, 2011). According to Henning, Van 
Rensburg, and Smit (2004), a qualitative method provides rich, in-depth, and detailed 
data that analyses attitudes, feelings, and behaviour from participants’ experiences. It 
also created openness by encouraging participants to expand on their responses. 
An ethnomethodological study was conducted in one of the Cosmo City township high 
schools, using conversation analysis. As described by Holstein and Gubrium (2005, p. 
483), “Ethnomethodological research is keenly attuned to naturally occurring talk and 
social interaction orienting to them as constitutive elements of settings studied”. This 
ethnomethodological genre is deemed applicable, since the researcher will be collecting 
data by observing their reactions and gestures, proposed solution, discussions, and 
listening to conversations to understand and explain the participants’ perspectives and 
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behaviours (Henning, Van Rensburg & Smit, 2004). Thus, the choice of words as a 
language is the key factor of conversation analysis. 
According to Wade (2007, p. 274 - 275), most previous studies used only self-reporting 
to collect data about bullying. The outcome was concern that the participants might have 
provided socially desirable answers, and there were discrepancies between the 
qualitative and quantitative measures, as well as in administration and cost-effectiveness. 
Hence, this study used ethnomethodology in an attempt to build social interaction of 
individuals within a group through drawing on the experiences or real-life examples of the 
group directly, without imposing the opinions of the researcher. 
1.7.1 Sampling procedure 
Purposive sampling is used in this study. The number of research participants that were 
involved in the study was a total of 20 participants. The research participants were divided 
into four focus groups consisting of 10 participant learners per group for each grade, each 
taking into consideration the participant age and gender. A Life Orientation (LO) teacher 
assisted in identifying learners who could volunteer, specifically learners who were bullied 
and displayed resiliency. The content covered the topic of “constitutional rights and 
responsibility” align with CAPS, under the concept of ‘human rights violation’ in grade 8. 
In grade 11, the topic was “democracy and human rights”, the concept was ‘incidence of 
particular behavior and what triggered certain behavior’. The participants were grade 8s 
and 11s in order to study age differences, if any. The total sample will be 20 (n=20). These 
focus group sessions took place during LO period for approximately 1 hour 30 minutes. 
All  the learners participated in various activities but only one focus group of 10 learners 
was recorded in each grade. Permission and ethical clearance for the study were 
obtained. 
1.7.2 Data collection 
The data transcribed consisted of audio and video recordings which were used in order 
to gain sufficient understanding of the participants’ perceptions and experiences 
regarding bullying and resilience. The themes and conversational segments were 
identified in the text and grouped to form categories. The categories were reviewed by 
the researcher to ensure the trustworthiness of the analysis. 
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1.7.3 Data analysis 
According to Potter (2004), conversation analysis “is a qualitative data analysis technique 
that offers much potential for analyzing focus group data. Although conversation analysts 
have tended to avoid analyzing interview data”. This kind of analysis emerged to be 
suitable for focus groups due to a concealed hypothesis of this technique which is an 
important channel by “talk-in-interaction that people build in social context” (Heritage, 
2004, p. 103). Use was made of video clips, pictures, and newspaper articles related to 
bullying in order to stimulate their talking regarding their experiences, including topics, 
and reciting poems regarding their experiences with bullying. Based on the research 
question, the choice for analysis of transcriptions was based on the use of the Clayman 
and Gill (2004) four levels principle. The rationale for this is that it will allow for a detailed 
analysis of the conversation, including gestures and intonations. The researcher should 
look at initial noticing when carrying out conversation analysis (Clayman & Gill, 2004). 
For unequivocal verification, the meaningful segments are categorised according to risk 
and protective factors derived from the learners’ bullying conversations. 
1.7.4  Trustworthiness 
A detailed reporting of the procedure and the outcomes of qualitative data collection and 
analysis is crucial to legitimatise and guarantee that “trustworthiness exists in the study” 
(Henderson, 2006, cited in Veal, 2011). According to Loh (2013, p. 65), “trustworthiness 
consists of four different components—credibility: the validity of the findings; 
transferability: the applicability of the findings in other contexts; dependability: reliability 
of the findings at another time; and confirmability: objectivity of the researcher while 
carrying out his/her research”. The amalgamation of these four tenants are made up 
towards the trustworthiness requirement; therefore, it creates “conventional pillars for 
qualitative methodology” (Phillimore & Goodson, 2004). These criteria were used to 
demonstrate the true value of the qualitative research of this study. Shenton (2004) and 
Porter (2007) both suggest that “one way to combat credibility is to cross-reference similar 
strategies used by previous researchers, as that will help to eliminate the possibility of 
invalid findings”. 
According to Shenton (2004, p. 63), “other methods of data analysis such grounded 
theory has been evolving over time to ensure more reliability in qualitative research, 
hence this study used conversation analysis and theoretical framework analysis for 
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reliability. Trustworthiness is a vital aspect within qualitative research, of which it should 
not be taken for granted. The researcher would clarify others in terms of limitations 
encountered when carrying out their research, in order to get as much authentic findings 
as possible. 
1.7.5 Ethics procedures 
Permission for the study to be conducted was granted by the Gauteng Department of 
Education. The Faculty of Education Research Committee granted ethical clearance. One 
of the crucial issues of the research is to protect all participants from harm that may occur. 
According to Henning, Van Rensburg and Smit (2004, p. 41), “the participants need to be 
fully acquainted about the research and assure the participants that their privacy will be 
protected”. Permission was granted from the participants’ parents. 
1.8 Theoretical framework 
Since bullying is a social phenomenon, it will be imperative to execute the bioecological 
systems theory of Urie Bronfenbrenner as a lens. According to Mabatha, Magano and 
Sedibe (2014, p. 235), “bullies and the bullied learners come from homes which form the 
microsystem in the life of a learner”. Bronfenbrenner (2005) describes “the micro system 
as the immediate environment where proximal processes are played out”. The learner’s 
behaviour untangles in the microsystems “in which one’s development is influenced by 
parents, siblings and significant others” (Mabatha, Magano & Sedibe, 2014, p. 235). 
Bullying is done by learners who come the communities, while a school is part of this 
community. That is the reason bullying takes place at school level, which is a called 
mesosystem, according to Bronfenbrenner. 
Many learners tend to become undisciplined at school, and teachers find it difficult to 
discipline them because of lack of applicable disciplinary measures (Mabatha, Magano, 
Sedibe, 2014, p. 235). The ecosystem “encompasses indirect factors that influence the 
life of a learner”. A poor socio-economic status such as poverty has increased in 
townships as a result of unemployment brought about by high immigration in Gauteng, 
which includes high competition in local businesses. According to Donald, Lazarus, and 
Lolwana (2006, p. 42), “the macro system as it involves dominant social and economic 
structures, as well as values, beliefs, and practices that influence all other social system”. 
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1.9 Definition of concepts 
1.9.1 Defining bullying 
Commonly, the definition of bullying is portrayed as an act of aggressive behaviour, and 
accordingly, the usual research focuses on bullying attitude as an element of the overall 
concept of aggression. Furthermore, aggressive behaviour is usually defined as negative 
acts carried out purposefully to harm another learner. As a result, such definitions of 
behaviours that harm another accidentally are not mentioned as aggressiveness (Smith 
et al., 2002). Nonetheless, even though the definitions of bullying and aggression seem 
to be connected entirely, these two concepts do have “distinct constructs” (Griffin & Gross, 
2004). 
The concept of aggression, as utilised in scientific research, addresses a whole area of 
acts that differ according to maturity, phenomenon, and harshness and is not an exclusive 
matter. Frequently, bullying is therefore conducted as one aspect of its phenomenon. 
Rigby (2002) concludes that the use of a definition for bullying “that equates it with 
aggressive behaviour has a tendency to be overly inclusive”. Griffin and Gross (2004) 
even go so far as to say that it appears that much conducted research has “defined 
bullying in a rather imprecise manner, often misclassifying solitary or ‘random’ acts of 
aggression as bullying”. Persson (2000) asserts that, also in Sweden, “bullying has 
become an overly inclusive term, signifying most of the interpersonal violence in our 
society”. This concludes that mostly all forms of violence within a school scenario are 
likely to be categorised as bullying talk. 
1.9.2  Resiliency as a social skill 
According to Luthar (1997) resiliency as a “set of social skills” rather than an inborn ability 
emerging from strong mental character is a fascinating theory, since it proposes a 
practical solution. If, hypothetically, resiliency contains distinct attestable skills, 
behaviours, and attitudes, there is a great possibility that they can be taught and acquired. 
Some researchers accepted this point and investigated “social problem-solving skills” in 
correlation with the standard of balancing resiliency. 
A resilient learner can be described as an overcomer; such a learner is able to recuperate 
after experiencing challenges of being bullied. The resilient learner in a South African 
township school will display characteristics that will help in the development of resiliency 
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regardless of the risk factors in the conducive environment. Resilient learners are able to 
evoke optimistic reaction towards people and “create relationships with caring and 
supportive adults and thus manage to receive positive attention from the relevant adult” 
(Joseph, 1994, p. 29). Contrastingly, the non-resilient learner in a South African township 
school will portray traits that exhibit an inability to cope with stress and risk factors in their 
surroundings. 
1.9.3 High school learners 
The high school learners’ age range approximately between 14 and 18, of which their 
stage of development is manifested by transitions in their physical, emotional, intellect, 
and psychosocial spheres of life. These developmental stages are influenced by the 
“adolescent’s social environment” (Rutter, 1995, p. 6). Thus, the developmental stages of 
the adolescent are also manifested by risk and protective factors connected with 
“adaptive and maladaptive development”. Risk factors are linked with negative results 
and interrupted process of development, whereas protective factors adapt the 
consequence of risk factors and are correlated with resilience. It is critical to contemplate 
such factors in order to offer the best possible assistance for adolescent development 
and also render intervention for those learners who lack protective factors. 
1.9.4 The rationale behind the choice of the township schools 
Townships in South Africa are characterised by a high rate of unemployment, low-cost 
housing, overcrowded shacks per square metre, excessive amount of violence such as 
gangsters and criminal activities, drug, alcohol abuse and poverty, socio-economic 
deprivation, and limited opportunities. Prinsloo (2007) outlined that township life is highly 
associated with poverty, crime, and violence, and it has even been equalised to a ‘war 
zone’, where security of township dwellers becomes bargained.  
The National School Violence Study (NSVS) conducted in 2008 by the Centre for Justice 
and Crime Prevention (CJCP) “in 245 South African schools, indicates that violence in 
schools relates to violence at home and is used as a legitimate form of resolving conflict 
by most learners”. Most research accurately proved the phenomenon of domestic 
violence, law-breaking, and difficult ambience in townships, and that the circumstances 
of surrounding of most learners in South African schools are devastating. According to 
Lubbe and Mampane (2008), most learners live in fear of encountering crime. Many seem 
to suffer from lack of adult supervision and an insecure learning environment. Learners 
12 
 
residing in townships need an effective measure of protection and resilience to conquer 
the challenges and hardships in their context of development. 
1.10 Outline of the study 
Chapter One 
The chapter focuses on the background orientation on bullying and resiliency, and 
resiliency in relation with bullying. It also discusses the problem statement, the purpose 
of the study, the research question, research design, assumptions, theoretical 
frameworks, ethical considerations, clarification of terms, and the research programme. 
Chapter Two 
This chapter clarifies the key concepts of conceptual learning, conversational analysis, 
and theoretical analysis. It also provides an in-depth discussion of what bullying, what 
resiliency township high schools are, and the implications on previous research studies 
by providing relevant literature in a developmental context and middle-adolescence and 
identifying characteristics of resilient learners. 
Chapter Three 
In this third chapter, the research design and methodology will be elaborated. This will be 
done through the research context or site, the sampling procedure, ethical procedures, 
and data collection process. 
Chapter Four 
The focus will be on data presentation, data analysis, and interpretations of findings. 
Chapter Five 
In this last chapter, the concern is on discussion, conclusion, and recommendations of 
this study. 
1.11 Conclusion 
In conclusion of this first chapter, one can deduct that school bullying in townships is rife 
and has bad effects on teaching and learning, and on the psychological well-being of the 
individual learner. Statistics also indicate that bullying can be elevated to violence and 
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crime, which is unacceptable for authorities, schools, and communities; thus, they have 
the responsibility to create a safe and healthy milieu in schools. 
14 
 
Chapter Two: Literature Review 
2.1 Introduction 
The previous chapter provided an introduction and background to the study. This chapter 
will review literature relevant to this study.  
The purpose of the overall study is to explore and gain a better understanding of 
the resiliency that some bullied children display in their classroom conversations and the 
factors that contribute to that resiliency through bullying talk. In order to fulfil this 
purpose, the researcher has clarified literature and theoretical concepts of bullying at 
the school level, the forms, and consequences of bullying. Furthermore, what resilience 
is about and how children learn to be resilient are discussed. Lastly, conversation as a 
way of learning, peer learning, classroom learning, and how learners used conversation 
to learn about bullying are given expounded on. 
2.2 Theoretical perspective: what resilience and bullying are about 
According to Rutter (1999), resilience theory provides a framework for studying how 
young people adapt in the face of life challenges, such as bullying. This is not a detached 
standard measure; the learners could be more or less resilient at various moments of 
their lives, embedded on the collaboration and build-up of the learners and ambient 
factors. Thus, resilience is distinguished as a dynamic process that differs depending on 
schedule, whereby the learners display “positive adaptation in the light of adversity or 
trauma” (Driscoll, 2013). Learners could also show increased resilience at certain points 
of their lives based on positive psychological interaction. The preceding statement 
depends on the impact of the catastrophe a child had faced, but once a child is resilient, 
he or she always overcomes various adversities over time, which implies recovering 
quicker, or slower. 
“Protective factors in building resilience include a supportive relationship with at least 
one competent adult and positive educational experiences”, as cited in Chen, Lau, 
Tapanya, and Cameron (2012). Thus, protective factors are concluded as ‘internal 
assets’, which implies learners’ characteristics, and ‘external strengths’, which belong in 
the circumstances of the family, community, school, and society at large. In a scenario 
where protective measures are available to the learners, there is a high possibility to 
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produce resilient learners. For instance, according to Bowes et al. (2010), “children who 
have a parent for support do better with social hardship than children whose parents are 
either not available, or too reactive about the subject”. In essence, children with a stable 
background within a family portray high self-esteem or confidence due to the external 
environment. However, there is an “internal strength” that could be developed irrespective 
of one’s background. Hence, the study selected township schools where there is limited 
support from the external environment and a high level of bullying. Those from these 
institutions include a new generation that pushes through higher learning institutions and 
who have improved their socio-economic status from poverty to middle class. 
Keeping in mind the utilisation of resilience as a protective measure against bullying in 
schools, for application, and effectiveness of a scope of theoretical establishment of 
resilience assessment will be essential, so that the provision of validating and mitigating 
of teaching resilient behaviours and skill can take place. Various theorists describe 
resilience as a psychological protective facility (Jew & Green, 1998; McCubbin, 
Thompson, Thompson, & Fromer, 1998), a social skill, and a developmental indicator in 
an attempt to unravel key components. In terms of this discussion, resiliency is seen as 
a set of capacities which can be acquired and applied in a situation where there is trauma, 
through bullying, and several theorists appear to support this view. 
Socio-cultural hypothesis persuaded studying bullying by permitting people to interact 
and scrutinised their interrelationship on how culturally they behave in a competitive 
environment. Cultural contexts such as family, schools, and social groups each have their 
own histories, social norms, and convention which have been established over time and 
are produced through participation of members (Wenger, 1998). The prospect of socio-
cultural perspective has previously been indicated in some bullying research anchored 
on ecology framework. 
Bronfenbrenner’s Ecological System (1979) usually associates with the socio-cultural 
thesis and has presented latter interest in school bullying studies due to its responsibility 
for the several social and cultural approach in which a person is based or located, and 
which communal associations affect their growth. According to Mauder (2017), the 
analytical interrelation between the unequivocal meeting of microsystem and largely 
socio-cultural milieu constituted by the macrosystem accounted for assurance of factual 
and theoretical analysis for school bullying; however, this study used conversation 
analysis and theoretical analysis for the researcher to analyse the learners’ bullying 
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conversations. The paradigm stressed the “bio-directional connection” between people 
and their milieu, concluding that a  child is both impacted and influenced by the 
background in which they find themselves (Mauder, 2017). In all fairness, this study would 
observe resilience traits in the learners’ bullying conversations. 
2.3 Bouncing back from bullying 
Notwithstanding the fact that the link between bullying and countless pessimistic results 
are perpetually exhibited, not all are casualties of been bullied. Some casualties of 
bullying can portray optimistic growth results irrespective of their vulnerability to bullying 
(Rutter, 2006). This study defines the process of displaying optimistic results regardless 
of bullying experiences as “bouncing back”. 
The term bouncing back has been used in different places and mentioned as a process 
of recuperating from some difficulties and tribulations. However, this process has 
been broadly researched in school bullying studies. One study indicated some 
outcomes that proposed numerous adolescent casualties of school bullying that depict 
little manifestation of “psychopathology and delinquent behaviours” than their 
causality peers (Sapouna & Wolke, 2013). 
Even though the topic of recuperating from difficult experiences is widespread in 
resilience research, the process of recuperating from bullying stands broadly under-
researched, especially in South Africa. Consequently, little is known with respect to the 
traits and behaviours of learners who can bounce back from their school bullying 
experiences (Sapouna & Wolke, 2013). The process of recuperating from difficult 
scenarios and experiencing optimistic results, which can be referred to as bouncing back 
is also usually linked with resilience. Resilience is regularly alluded to by Walsh (2003) as 
the ability to bounce back after stressful circumstances. 
2.4 What resilience is about: resilience as a protective factor 
2.4.1 Introduction 
Some learners are, to an extent, invariably shielded from the pessimistic results of 
difficulties. Learner abilities to withstand pessimistic results protect learners from the 
detrimental outcomes of being bullying victims. These protective factors are incorporated 
to construct the capacity of resilience. In contrast, the prior statements of resilience 
describe resilience as a common ability propagated within chosen minority extraordinary 
17 
 
learners. Alternatively, resilience is what Masten (2001) refers to as “ordinary magic”, the 
interaction of elements which protect learners, therefore defending them from some 
tyrannical results of difficult experiences. According to this point, resilience can be 
referred to as the science that safeguards learners who encounter formidable and 
detrimental scenarios. While resilience is frequently researched, there is no absolute 
functional interpretation of resilience that exists (Herrman, Steward, Daiz-Granados, 
Berge, Jackson & Yeun, 2011). 
Despite any accord in terms of the functional interpretation of resilience, there is an 
orthodox agreement in studies that resiliency displays positive results irrespective of 
considerable challenges or bouncing back from hardship. Predominately, resilience is the 
power to uphold and recover psychological wellness in defiance of encountering affliction 
or damage. Unavailability of functional interpretation of resilience could be perpetuated 
by various theories of resilience. According to Herrman, Steward, Daiz-Granados, Berge, 
Jackson and Yeun (2011), there is “disagreement in the literature regarding whether 
resilience is a personal trait or a dynamic process relying on the interactions between 
several social and interpersonal mechanisms”. However, this study approaches resilience 
as a skill or science, i.e. branch of knowledge which could be learned during interactions 
with other people and applied during moments of adversity. 
2.4.2 Resilience as a process 
The process of resilience advocates the characteristics of the learner’s capacity to display 
resiliency, which means that learners conquer difficult circumstances in direct relation to 
the potential of growth. As anticipated, the operation of social measure in protecting 
learners from the repercussion of challenges is embedded in appropriate interactions 
between learners and their milieu. Basically, it indicates that resilience is detected when 
learners are involved in behaviours that assist them in finding and acquiring encouraging 
measures. Roberts and Masten (2004) claimed that milieu and theoretical factors play a 
crucial role in the growth of an individual’s resilience. Considering this fact, resilience is a 
“dynamic process” (Luthar, Cicchetti & Becker, 2000) in which individual and milieu 
circumstances collaborate to safeguard a learner from the results of hardship. 
The milieu circumstances, which have been displayed in conjunction with resilience, 
include social support such as peer and family, assured dependability on a parental figure, 
family stability, good parenting, and maternal mental health (Herrman, Steward, Daiz-
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Granados, Berge, Jackson & Yeun , 2011). These circumstances are thought to 
collaborate with the learners in some way to produce resilience. In agreement with this 
argument, this study embraces a different theory of resilience that highlight the 
importance of bullying talk displayed by particular learners. 
2.5 Classroom learning as an interactional activity 
Socio-cultural perspectives stressed the interrelationship of social and particular person 
process in the building of knowledge. This study is embedded in the primary conception 
of a Vygotskian structure to probe the learning interaction in the classroom. The category 
underpinning this structure is scrutinised, especially as it is divergent with other 
approaches on the procedure of incorporation of social interaction in the establishment of 
knowledge. 
This study focuses on the collaboration of understanding bullying and resiliency in social 
constructivist and socio-cultural approaches because these two perspectives have 
similarities and differences which are relevant in terms of applications to classroom 
learning and teaching. According to Mercer (2008), the studies of classroom interaction 
should be about much more than studies of language and of speech. It is theoretically 
found rather to be about classroom talk, conversation, and dialogic interaction; hence, 
this study employed both theoretical analysis and conversational analysis. 
The conversational dimensions of classroom and social media learning interactions 
should rather to be about classroom talk, conversation, and dialogic interaction. Edwards 
(1993) argued that analyses of classroom discourse need to look at teacher-pupil talk as 
well as pupil-pupil talk, both involving different discursive patterns and functions reflecting 
asymmetries in terms of knowledge and power. This is necessary, since the “cognitivist” 
models of learning as theorised by Piaget with his emphasis on learning as experience 
and Vygotsky (1978) with his emphasis on socio-cultural interaction as the basis for 
conceptual development are limited and do not account for the dynamics of interaction 
(Edwards, 1993). In analyses of classroom discourse, talk cannot be taken as a window 
upon children’s thought processes – at best, the discourse itself is the reality where 
teacher and children construct, in their interaction, “a shared account”, “a common 
interpretive framework for curriculum knowledge” (Mercer, 2004). 
The contribution of conversation analysis (CA) research to understanding classroom 
interactions, according to Seedhouse (2005), is in the focus on and analysis of talk-in-
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interaction from an emic perspective, i.e. within the system/context of the actual 
conversation, analysing actual specimens of talk. The study interactions are done by 
observing the development of intersubjectivity in a sequence, how participants respond 
to one another’s utterances, how they understand, analyse, and respond in turn to one 
another’s turns at talk (Seedhouse, 2005). 
Key to the understanding of classroom learning interactions is the purpose of joint 
cognitive engagement aimed at achieving development and learning outcomes (Mercer, 
2004). This pedagogical dimension is obviously determined by the teacher who is the 
knowledgeable person, the curriculum agent/actor, and the background or experiences 
of the context speak from the information obtained within or during the interaction 
(Seedhouse, 2005). 
Schools are fundamental environments of social interaction. Learners interact with their 
teachers and peers daily; thus, schools are vital institutions of teaching and learning in 
society. The teacher’s expectations are to teach the curriculum as prescribed by 
education authorities. On that note, learners come to school with prior knowledge, which 
they learned from family, the community, and society at large. According to 
Bronfenbrenner (1977), child growth takes place within four embedded systems, namely, 
microsystem, mesosystem, ecosystem, and macrosystem. This prior knowledge had a 
great influence on how learners socialise with their peers. This interaction is called 
proximal interaction. The education system is a crucial microsystem milieu and is the 
place where learners could be helped to acquire and grow in terms of resilience theory, 
skills, and traits. As this study aimed at gaining a better understanding of what bullying is 
and how resiliency is displayed in learners’ conversation, the proximal interaction is very 
important.  
Teachers guide interactions with learners by means of, for example, making summaries 
of the main points of a lesson or actions (recaps), and do it in a literal or reconstructed 
way where the teacher rewrites history, as it were, in versions that suit their teaching 
plans better, through the expansion and reformulation of learning contributions to the 
dialogue in the class (Mercer, 2004, p. 145). Teachers utilised classic, familiar methods 
to extract knowledge from learners, to respond on learners’ comments, and to 
encapsulate the meaningful facets of contributed experience. Those methods are focused 
on stimulating learning (Mercer, 2008) by means of, for example, “thinking together” 
lessons, and the use of “exploratory talk”. 
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The complexity of teachers’ role in interactions in language classrooms, for example, is 
described in terms of the following consecutive foci (Seedhouse, 2004, p. 62; Edmondson 
1985, p. 162): teacher pedagogic intention; reactions to personal meanings learners 
choose to share; reaction on language errors; and orientation to other learners. In the 
study, the learners were using the Tswana vernacular languages because the researcher 
and most of the learners at Cosmo City understands the languages. This study applied 
different languages in order to make an environment that is more accommodating, which 
resulted in maximum participation. 
According to Van der Westhuizen (2012), central to classroom learning interactions is the 
talking done by participants: how the talking is authentic to the settings of classrooms and 
the institutionally based intentions of teachers. They are rich social interactions with socio-
cultural influences at play. 
2.6 Features of learning conversations in classrooms 
From the overview of theoretical perspectives and research studies of classroom 
interactions, a summary can be provided of the features of learning conversations. First, 
it is clear that interactions taking place in classrooms for purposes of learning have both 
pedagogical and conversational dimensions (Van der Westhuizen, 2012). Such 
interactions are relational, reciprocal, and intersubjective. The main participants are, by 
design, teachers and learners. Learning conversations are mainly, but not exclusively, 
initiated and managed by the teacher, and structured around curriculum requirements. 
They are intentionally designed and used by a teacher to facilitate the learning of a 
curriculum topic (Van der Westhuizen, 2012). 
Apart from settings where teachers fully engage in conversation with learners to pursue 
learning goals of the curriculum, classroom interactions may be defined as learning 
conversations. This depends on how learning is defined: as improving understanding 
(Mercer, 2008), changing interpretations/making meaning (Lyle, 2008), or gaining new 
knowledge, i.e. reporting conceptual change (Vosniadou, 2008). 
According to Van der Westhuizen (2012), learning conversation are public displays where 
interacting participants share the accountability for making the interaction work, drawing 
on their knowledge and experience, and utilising conversation techniques similar to and 
distinguishable from everyday conversations. Learning conversations – their flow and 
conversational accomplishments – are context formed and context forming. This means 
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they are authentic in their happening and a function of setting, context, participation, and 
topic (Van der Westhuizen, 2012). 
Learning conversation includes features that display cultural and social norms of 
appropriate interactional behaviour. This means they include courtesy habits of polite 
interactions of greeting, changing topics, closing and content-focused episodes (Van der 
Westhuizen, 2012). For example, a lesson may start with a greeting and then move on to 
one content topic after another, until closing. 
Conversational dimensions of learning interactions include sequence organisation at the 
level of structure, order, and flow; response preferences are a function of the interaction 
purpose and setting (Van der Westhuizen, 2012). Utterances in learning conversations 
fulfil social functions/actions – they do work towards the object of the interaction or 
learning. The most frequently used sequencing in learning conversations are questions 
and answers. In questions and answers sequences, the teacher appropriates knowledge-
learning outcomes (Van der Westhuizen, 2012). 
2.7 Bullying talk in the classroom 
The anticipation of talking, especially to engage in conversation with fellow classmates 
about bullying, has an important part in learning, and yet such prospects can be restricted 
within schools. The learners who have the opportunity to talk about bullying can learn its 
dynamics and change this behaviour of bullying and develop resilient traits. It has been 
broadly welcomed over a period of time that cognitive growth is influenced by 
collaboration between children, adults, and society (Vygotsky, 1978). When the learners 
are confronted with challenges or experiences, they need to give meaning to them. 
Language is at the central point of this procedure. The learner executes talk according to 
Vygotsky (1978) to participate in new knowledge and tries to comprehend it within their 
individual system by collaborating with some learners and teachers. 
In order to accomplish classroom interaction of the learners through bullying talk or 
conversation during data collection, the learners will be divided into small groups. Then, 
the researcher will create a conducive environment by offering learners various activities 
that will stimulate their mind for maximum participation in bullying conversation. The 
newspaper article about bullying, video clip accompanied by open-ended questions, 
topics for debate, and poem will be utilised promptly to encourage bullying talk. The 
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learners will talk about what they understand about bullying, experiences, and their 
attempt to withstand this bullying phenomenon. 
The researcher used conversation analysis methodology that studies verbal and non- 
verbal communication patterns between learners, focusing on interactional scenarios, 
structure of a conversation, and other communicative strategies. The recording devices, 
such as video camera, are used to capture participant conversations, facial expressions, 
gestures, speed, and hesitance of speech and the tone of voice. The conversation is later 
transcribed and notated for analysis. 
2.8 Conclusion 
In conclusion, bullying increased rapidly in various forms and affects learners’ well-being. 
Bullying and resilience theories are embedded psychologically and with social 
interactions of bullying talk, and they would produce knowledge of learning resiliency in 
the classroom in order to address the problem of bullying. Classroom talk is a crucial 
method that creates a much more collaborative approach to learning and is to foster 
cooperation and focus on understanding bullying and resilience rather than to correct 
answering. Thus, the learning conversations are fundamental in this study and are 
defined as interactions which involve learning achieved conversationally, in the form of 
understanding and knowledge. Participants advance on their experience and knowledge 
resources to exercise their rights and responsibilities in learning conversations. 
The chapter that follows will discuss the research methodology used in this study. 
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Chapter Three: Research Design and Methodology 
3.1 Introduction 
The preceding chapter reviewed literature relevant to this study. The purpose of this 
chapter is to consider methodological options and motivate choices, in the light of purpose 
and research questions. To be more precise, this is a study of how talk, of the two age 
levels, is used to share views about bullying experiences and to learn from one another 
regarding what resilience is and what one can do in response to bullying experiences. 
Subsequently, the conversation dimensions will be identified during the discussion of 
bullying talk and the manifestation of resiliency. Further elaboration and support of the 
decision regarding a qualitative approach and social constructionist paradigm will be 
provided. An ethnomethodology and conversation data analysis will also be clearly 
elucidated. According to Henning (2009), it is only then that the analysis process can be 
viewed as the core of the research. Thus, the focus will be on bullying talk with the 
intention of getting a rich data collection for a thorough analysis process. 
3.2 Research question 
As outlined in Chapter One, this study is guided by the following pivot question: When 
learners who have been bullied and bullies talk with others about their experiences, what 
do they talk about and how is resiliency displayed in such talk among township high 
school learners?  
The following sub-questions will seek an answer to the pivotal question. 
• What do learners learn from one another’s experiences during bullying talk? 
• How is resiliency being displayed in bullying conversation? 
• What resilience factors can be learned in such talk? 
• How is bullying talk used to develop insights into resilience? 
 
3.3 Profile of participants 
The school at which the study was conducted is situated in Cosmo City, Northern 
Johannesburg. This institution was chosen due to the high rate of bullying in township 
schools and previous interactions at Cosmo City Primary West where experience showed 
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that the learners are involved in bullying while interacting with one another daily and at 
the ground level. The community dynamics, social ills, and socio-economic status also 
influence the school system, as they are clearly stipulated in Bronfenbrenner’s nested 
system, particularly the mesosystem. 
The learners who bully others and the victims of bullying are originally in a background 
where they were brought up in a milieu which was referred to as a microsystem in 
someone’s life. Bronfenbrenner (2005) shows the microsystem as the immediate milieu; 
the process of the place of origin or attachment is used up. The learner’s behaviour 
always untangled itself in the microsystems in which an individual’s growth is impacted 
by family members at large.  
Bullying is done by learners from the neighborhood. Because a school is a section of this 
neighborhood, bullying happens in the school milieu as well, which is referred to as 
mesosystem. Many learners have no discipline whatsoever and are very rude, mean, and 
violent as well. Teachers have no power to control the learners’ ill-discipline since the 
abolishment of corporal punishment. Moreover, because the policies for disciplinary 
measures are not suitable or working in township areas, this bullying is getting worse. 
3.4 Data collection process 
This study collected research data in two phases, namely, phase 1 (natural occurring 
data) and phase 2 (prior-planned sessions of focus groups). Thus, purposive sampling 
(Nieuwenhuis, 2007; Strydom & Delport, 2007) was utilised in this study. Four sessions 
of focus groups participated in this study, and each group consisted of 10 learners per 
session, taking into consideration their age and gender. In conjunction with teachers at 
the school, suitable participants were identified who could volunteer, specifically those 
who were bullied and displayed resiliency. The participants included grade 8s and 11s in 
order to study age differences. The total sample was 20 (n= 20), 10 learners of the focus 
group for each grade. These sessions took place during Life Orientation double period 
lesson for approximately 1 hour 30 minutes, therefore 45 minutes per lesson period, the 
learners in the class of 48 learners in grade 8 and 45 in grade 11 were all participating in 
the activities but only 10 learners of the focus group were recorded. Permission was 
obtained from the parents requesting permission regarding learners’ participation and 
ethical clearance for the study to be implemented (Annexure D). As the study was to be 
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conducted in Cosmo City, learners were allowed to express themselves in the language 
they feel comfortable with, either Setswana or English. 
3.5 Research design 
3.5.1 Qualitative method 
The qualitative method will be employed in this study to allow an in-depth analysis of data 
(Jouish, Khurram, M. A., Ahmen, A., Fatima, S. T., & Haider, 2011). According to Henning 
et al. (2004), qualitative method provides a rich, in-depth, and detailed data that analyses 
attitudes, feelings, and behaviour from participants experiences. It also creates openness 
by encouraging participants to expand on their responses. 
Denzin and Lincoln (2000) suggest that qualitative researchers study matters in their 
“natural settings, attempting to make sense of or interpret phenomena in terms of the 
meanings people bring to them”. In support of this, Henning, Van Rensburg and Smit 
(2004) describe qualitative studies as “aiming for depth of understanding rather than 
quantity”. Fraenkel and Wallen (2006) note that a qualitative researcher “in general 
attempts to become wrapped up in the research process, collect data in the form of words 
and not numbers and use interviews, field notes, and video, and audio recordings, for 
example”. 
The researcher therefore argued that a qualitative research design is appropriate for the 
study in a natural conversation of grade 8 and 11 learners about their view and 
experiences respecting bullying and resilience displayed in such talk. 
The following are the attributes of qualitative research: 
• The centre of interest in on procedure, comprehension, and interpretation. 
• The researcher is the main instrument of data collection and analysis. 
• The procedure is preliminary. The researcher gathers data to formulate ideas or 
presumptions instead of logically assessing or examining theory as in positivity 
research (Merriam, 2009). Theory is expanded from details to general ideas, not 
vice versa. 
• The product is completely interpretative. The interpretations are created in the form 
of words or pictures instead of quantity. 
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• A distinct characteristic of qualitative research is that behaviour is studied as it 
occurs naturally. There is no dishonest or dominance of the behaviour “nor are 
there any externally imposed” constraints (McMillan & Schumacher, 2001). 
• Qualitative researchers are focused on how people elucidate their experiences, 
establish their world, and ascribe interpretation of their experiences and 
comprehend the significance of factors involved. 
• Qualitative research utilises the interpretivist paradigm. The researcher is 
interested in interpreting conversations and gaining a greater understanding of 
learners’ experiences about bullying and the ideas, views, or opinions of the 
participants. 
 
3.5.2 Ethnomethodology 
An ethnomethodological study was conducted in one of the Cosmo City township high 
schools, using conversation analysis. Ethnomethodology (EM) was actually defined  
Garfinkel (1967) as the study of people’s methods. It was introduced by sociologist Harold 
Garfinkel during 1960s. It was then incorporated within sociology as a branch of 
knowledge distinctively paying attention to the interaction between social anatomy and 
recurring actions (Garfinkel, 1967). Thus, given the research question about when 
learners who have been bullied and bullies talk with others about their experiences, what 
do they talk about and how is resiliency displayed in such talk among township high 
school learners? EM and CA were deemed appropriate because researchers should 
search for resilience traits in social activities in the manner that they are portrayed by 
those who take part in them. The intention is not to internalise bullying but rather to 
explore the content and processes of bullying talk in order to examine resiliency in such 
talk among the learners. 
According to Crossman (2015), ethnomethodology is a theoretical method in sociology 
embedded on the “belief that you can discover the normal social order of a society by 
disrupting it”. According to Crossman (2014) ethnomethodologists frequently deliberately 
disrupts social standards or the status quo to detect how people react and how they 
endeavour to rehabilitate social disposition. Ethnomethodology is grounded on the fact 
that people have interrelationships, and this happens within an agreement, and these 
interrelationships are not attainable without any agreement (Crossman, 2015). The 
agreement is a wedge that unites society and is governed by standards of people’s 
27 
 
behaviour that they display in their surroundings. The presumption is that people in a 
society believe in similar standards and surmised behaviour; therefore, by not adhering 
to these standards, it can be learned how society deals with violated standards of social 
behaviour (Crossman, 2015). 
In this study, the researcher argued that ethnomethodology is the appropriate design, 
given the purpose of the study, which is to explore the content and processes of bullying 
talk in order to understand how resiliency is enhanced through such talk among township 
high school learners. Therefore, the researcher focused on the interactions among the 
learners. This occurred in a natural setting, namely, the classroom. Thus, the way the 
participants interacted with one another as well as the way the learners interact with the 
teacher could be observed. Based on various activities initiated by the researcher such 
as the bullying topic and pictures, newspaper article about bullying, and bullying 
statement, an observation was made regarding the participants’ gestures, intonation, and 
facial expressions, not only the participants’ utterances. Thus, the value of observing an 
interaction in an ethnomethodology inquiry is imperative and cannot be overlooked. 
3.5.3 Levels of conversation analysis 
Given the research question, the choice for analyses of transcriptions uses Clayman and 
Gill’s four levels. The rationale for this is that it will allow for a detailed analysis of the 
conversation, including gestures and intonations. The researcher should look at initial 
noticing when completing conversational analysis observation (Clayman & Gill, 2004). 
This initial noticing gives the researcher a bigger picture of what is happening in the 
conversation (Clayman & Gill, 2004). It is referred to as a macroscopic perspective of 
what is taking place in the conversation. The second level of analysis is where the 
researcher examines a discrete sequence of actions which may be analysed for their 
relatively generic sequential properties such as paired actions, sequences such as 
questions and answers, and invitations. At the third level of the analysis, there is an 
exploration of single actions that comprise sequences. Actions are normally 
accomplished through a single turn at talk, such as questions, requests, news, 
announcements, or ways of responding to these various actions (Clayman & Gill, 2004). 
The fourth level of analysis is done at the most microscopic level. The researcher at this 
level must be interested in specific lexical choices, intonation contour, non-vocal 
behaviour, and other turn components that are mobilised within turns at talk. 
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As mentioned in Chapter One, for explicit verification, meaningful segments of risk and 
protective factors are utilised. Risk and protective factors in this study refer to units of 
meaning on an utterance level, in the context of the conversation or the essence of what 
is expressed by a sentence or an utterance. 
First, the researcher will identify risk and protective factors. A unit meaning can be made 
up of one sentence or could be constructed from more sentences. Secondly, once various 
factors have been identified and written, each factor will be interpreted in context and 
categorised as analysis, but for this study, the examples will be embedded from bullying 
theories and resilience factors. Then, the researcher will identify potential learning 
episodes after the entire conversation of bullying. Furthermore, the secondary layer of 
analysis involves identification and coding of risk factors, for example, peer pressure (PP), 
poverty (P), environment (E), and each data sets of factors are coded by using a graph 
for mathematical validation. Lastly, the researcher determines the meaningfulness and 
significance of learning. 
3.5.4 Basic principles of conversation analytic research 
CA is broadly grounded on video or audio recordings taking place on unexpected relation 
contacts. While learners have been offered permission and are acquainted with the 
recording of their conversations, “the recordings are administered without any obstruction 
as possible to reduce their influence on ‘natural’ behaviour” (Potter, 2002). Videotaping 
catches data in the manner that most nearly duplicate its authentic appearance and can 
be considered to work as a reminder tool, “allowing the researcher to carefully examine 
individual events multiple times” (Sidnell & Stivers, 2012). 
By recording the interaction of learners involved in the interactions, these 
interrelationships can be transcribed accurately. The transcriber watched and listened to 
the video many times, which permits cautious analysis on how talk and expressions are 
cooperative, well ordered, and established. In CA transcripts, each and every comment, 
break-offs, overlap, fluctuation of intonation, laughter, and non-verbal actions are covered. 
By covering the non-verbal details of interaction, such as laughter, variations of tone, non-
verbal gestures, and overlapping speech – duration of pauses – with CA, it is possible to 
deduce how much of these details of interaction occur during participation in and 
interpretation of social interaction. 
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After all, one of the fundamentals of CA is that there are no aspects of interaction that 
should be taken for granted or omitted or assumed to be irrelevant from the learners’ 
conversations (Heritage, 1984). All the information and analysis instrument should all be 
available during the process of analysis. An unwillingness to dismiss features of 
interaction as unrelated to the focus of examination is a particular strength of CA (Church, 
2007). Classroom interaction is viewed as sequentially organised, and naturally taking 
turns is at the centre of the CA. CA concentrates on how interactional practices are 
produced and made relevant to the participants themselves. These aspects could be 
uncovered by studying sequential organisation of talk, i.e. “the way in which actions and 
utterances are ordered” (Schegloff, 2007). 
3.6 Fieldwork and outline of the research phases 
For spontaneous interaction, data was planned to be gathered during the LO period. Prior 
to data gathering, learners’ permission documents were distributed to enthusiastic 
learners by the LO teachers so that the parents or legal guardians could be informed in 
detail about this study. The information consists of the background of the study, intention 
of the study, procedures involved during data collection, confidentiality, voluntary 
participation, and withdrawal of participants at any given time. It was clarified that the 
collected data for this study is strictly for the use of the university. Participants were also 
informed that their honest contributions would be of great benefit in helping to curb the 
bullying phenomenon at school level. 
As planned, the video-recorded data was gathered by the researcher through the help of 
two videographers in order to capture almost every detail during learners’ interactions. 
The intention of video-recording by the two videographers was to apprehend all the 
learners’ interaction in the classroom in exclusion of the researcher’s entanglement. Two 
smartphone video cameras were utilised; one photographer stood at the back to capture 
unnoticeable gestures during conversations and another photographer at the front side 
of the classroom to capture facial expressions as the learners interacted. The mobility of 
both photographers was advantageous for the flexibility of encapsulating all the 
necessary scenes. 
The researcher facilitated the various activities during the LO period while observing the 
interaction of the learners during bullying conversation, as per agreement with the LO 
teacher. The researcher’s involvement was to direct the next activities for the sake of 
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progress, as time was limited and the researcher clarified some questions where 
necessary and according to the request or action of learners. The learners’ contributions 
or comments should be as raw as possible, and there should be no dilution of facts 
whatsoever. Subsequently, the raw videotaped data was produced and transcriptions 
were made through watching the recorded videos over and over again in order to 
accurately transcribe all the data collected. 
Thereafter, specific episodes and their transcriptions were analysed and constructed from 
the video recordings. Those transcriptions included verbal and non-verbal actions 
according to the conversation analytic system of transcription” established by Jefferson 
in 2004. The full conversation transcription is available in the form of annexures. Various 
alphabets were utilised to distinguish the contributions of participants for confidentiality. 
During the procedure of transcriptions, other vernacular comments either in Setswana or 
other local languages were translated into English for analysis. 
Since this study had its interests in bullying talk resonating with resiliency, the scenario 
should portray the authenticity of learners’ interaction. The initial progress of the 
conversation analysis was to identify the specific episodes, meaningful segments, and 
theoretical framework in the video recordings that were applicable to the research 
purpose. Subsequent to the establishment of potential episodes, meaningful segments 
were transcribed and colour coded. While watching the video recordings over and over 
again, the phenomena of both bullying and resilience started to unfold. 
The topic of the first session was identified based on an episode that included learners 
using a bullying poem, and at the outset, learners were asked to recite the poem. Prior 
observation of the episode highlighted how the learner participated authoritatively in 
arranging the poem shown in Figure 1 by applying personification and a change of 
mindset. According to Hutcby and Wooffit (2008), “the first sub-study was based on 
extended case analysis concerning the multifaceted rule negotiation processes in an 
uncharted context of learner’s use of poem”. 
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Figure 1: Photograph and poem which references bullying 
 
Broad-spectrum classifications could portray how the episode untangles an abstract 
response by taking turns and taking actions as a point of departure from inception to 
the end. In this study, a thorough analysis using a certain occurrence divulged an 
immense multiple method that is exactly organised in facilitating talk. Even if the 
occurrences in this study are different and the purpose is to curb the bullying in notorious 
places such as township schools based on recent cases and violence statistics in 
South African schools, this study could have a potential to be utilised worldwide in 
attempting to teach resiliency at schools as a protective measure, as the world moves 
towards proactiveness rather than reactiveness. 
3.7 Prior-planned sessions of focus groups 
To answer the research questions, data collection consisted of sessions and was 
according to various activities that stimulated the learners’ interest to engage in 
conversation effectively and contribute meaningfully. Many of the learners continue to use 
conversations as an opportunity to “take the stage”, especially in secondary schools 
where a large percentage of learners are performers and are much better at talking, 
entertaining, and sharing than at listening and focusing on listening. 
An ethnomethodology researcher has to have a broader perspective of participants, as 
perhaps other learners may be sensitive or experience difficulties in talking about bullying. 
According to Flisher (2011), a learner who experienced bullying might not want to talk 
about it, but he or she could show some indicators such as “cuts, bruises, doing less work 
at school and display anxiety and depression”. Thus, it is vital to be assisted and work 
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together with the LO teacher or a School Counsellor, to ensure that the participants were 
as comfortable as possible and the setting of the environment was conducive for them in 
order to enhance the smooth flow of conversation. 
Some of the open-ended questions encompassed the various activities (Annexure E), 
and they are as follows:  
• What is bullying according to your own understanding? 
• Why are other learners bullies, or what is the cause of bullying behaviour? 
• What can you do if you are bullied or in that similar situation? 
• How is bullying changing other learners’ behaviour, or what are the effects of 
bullying? 
• How can you avoid being bullied? 
• What are the effects of bullying on both bullies and those bullied? 
• How will you help if another learner is being bullied in your presence? 
 
In the first session, learners were shown a video clip of bullying, as depicted in Figure 2. 
The opportunity was used to have students clearly define what the term “bullying” means 
to them, as each one has different thresholds around their own and others’ behaviour. 
 
 
 
 
 
 
 
 
 
Figure 2: A still capture from a video bullying clip 
 
 
33 
 
The second session entailed the illustration of bullying pictures. Images can form a great 
basis for speaking activities targeting different skills and psychological traits (resiliency). 
Various pictures of bullying let the learners discuss some aspects of bullying and how 
they would handle the situation if they were involved. The learners were given an 
opportunity to apply their mind in depth and let them reflect. An example of a bullying 
picture is illustrated in Figure 3. 
 
 
 
 
 
 
 
 
Figure 3: An example of a bullying picture 
 
For the third session, different newspaper articles would be utilised to stimulate the 
learners’ conversation. They would have a moment of reading the article and discussing 
their opinions about what transpired in the article. An example of a newspaper article is 
highlighted in Figure 4. 
 
 
 
 
 
 
 
 
Figure 4: Newspaper article example to be used in the research process 
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A topic that relates with learner’s experience on bullying and this topic will give learners 
an opportunity to dive in deep to the subject matter of bullying, meanwhile learners will 
be sharing new concepts or ideas on deal with bullying. 
 
 
 
 
 
Figure 5: Topics of discussion 
 
3.8 Ethics of the study 
The research was planned and carried out according to the guidelines set by the 
University of Johannesburg and ethical best practice regarding research with learners 
(Johnson & Christensen, 2010). The appropriate permission was obtained from the 
Gauteng Department of Education, Northern District (Annexure A), school principals 
(Annexure B) and LO teacher or School Counsellor (Annexure C), and from the 
participating learners (Annexure D) and their parents or legal guardians via different 
letters labelled accordingly. 
3.9 Trustworthiness and validation 
Trustworthiness of the research is determined by triangulation, which is qualitative across 
theoretical schemes (McMillan & Schumacher, 2001). This corroborative process, when 
one pieces of evidence supports another, ensured that the participants’ gathered data 
was accurate and valid (Thomas, 2009). The researcher ensured trustworthiness by 
participant validation of analyses and record keeping, focused data gathering in one 
particular class per day, and requested colleagues to assist in verifying findings and 
interpretations. This allowed the researcher to monitor and track the progress of the study 
(Creswell, 2014). The researcher checked mistakes that might have been made during 
transcription for the purpose of reliability. For explicit verification of the data, the 
researcher analysed bullying conversations as well as theory analysis. Strauss and 
35 
 
Myburgh (2001) highlighted four measures of trustworthiness in a study that need to be 
adhered to: credibility, transferability, dependability, and conformability. 
3.9.1  Credibility 
Credibility implies how self-assured the researcher was with the truth of the findings 
based on the research design, participants, and context in which the study was conducted 
(Nesengani, 2005). Congruently, Van der Riet and Durrheim (2006) outlined that 
credibility is the extent to which the findings of the research are found and are ensured 
through triangulation. In this study, triangulation was evident when talk-in-interaction, 
observations, and sequencing of actions were used. This study was clearly linked with 
the reality in society in order to get to the truth of the research; hence, the researcher 
used theoretical and conversational analysis to verify the credibility of this study. 
3.9.2 Dependability 
Dependability refers to the extent to which the reader can be persuaded that the findings 
emerge the way the researcher claims they did, and this can be achieved through a 
detailed description (Van der Riet & Durrheim, 2006). In this study, dependability was 
accounted for through a similar method of triangulation and data analysis, so that the 
results were considered if another researcher were to analyse the data (Strauss & 
Myburgh, 2001). Additionally, the researcher verified the findings by checking the 
consistency of the raw data, which was collected; thus, the researcher employed various 
methods to data collection and analysis. 
3.9.3 Transferability 
Transferability was attained by triangulation research data collected in order to ensure 
the applicability of findings appropriate to similar context, and this would be achieved 
through rich data sets (Kelly, 2006). Thus, full detailed descriptions of the participants’ 
experiences with regard to bullying and resilience attributions are presented. Furthermore, 
resilience as knowledge obtained from the study was utilised as a protective measure to 
address the problem of bullying at school level, and other researchers could develop it 
further. 
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3.9.4 Conformability 
Conformability was ensured by a reflexive researcher who accounted for minimising 
subjective interpretation of data so that the findings acquired were attained objectively 
(Strauss & Myburgh, 2001). In this study, conformability was attained through inquiry audit, 
which entailed the retention of research video and audio records in the form of processed 
research data and analysis. 
3.10 Conclusion 
The researcher explained the research design and the method of data collection in this 
chapter in detail. Conversational analysis is important in generating information, in an 
attempt to obtain an in-depth understanding of learners’ experiences of bullying. The 
advantages and disadvantages of the data collection method in relation to the aims of the 
research question were mentioned. Concepts such as reliability, validity, and ethics were 
explained in the context of this study. 
The next chapter will focus on the results of the collected data generated by means of the 
video and audio record in a natural occurrence and focus group discussions or talks. The 
findings of the research will be presented in the form of tables with discussions 
highlighting the most important elements. 
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Chapter Four: Data Analysis, Findings, and Discussion 
4.1 Introduction 
The foregoing chapter discussed the research methodology employed in this study. This 
chapter focuses on data presentation, data analysis, and interpretation of findings. As 
stated in Section 1.7.3, conversational analysis was carried out on the raw data 
transcribed from the video taken on the discussions with students about the resiliency 
displayed in such talk among township high school learners when learners who have 
been bullied and bullies talk with others about their experiences. The data is presented in 
a way that answers the research questions of the study (see Chapter Three). 
The purpose therefore of this chapter is to report on research process. The data analysis 
findings involved use of through Clayman and Gill conversation analysis framework, 
consisting of four levels as outlined in Chapter Three. The analysis process can be viewed 
as the core of the research (Henning, 2009). It is paramount to note that due to the 
qualitative nature of this study, the data analysed in the chapter is a direct reproduction 
of participants’ responses. Furthermore, for explicit verification, the meaningful segments 
are categorised according to risk and protective factors according to learning 
conversations. These findings are then later compared to the existing and relevant 
literature on the topic. The profiles of the participants used in this study will be discussed 
next. 
4.2 Activity report on procedure 
The study was conducted at Cosmo Secondary School, one of the township high schools 
near a northern suburb in Johannesburg. The participants included grade 8s and grade 
11s. The LO teacher head assisted in selecting the lesson according to the research topic. 
According to the grade 8 lesson plan, the topic stipulated was constitutional rights and 
responsibility that covers human rights violation of bullying. It was decided that the 
researcher would present the lesson while the teacher was there to assist with discipline 
of learners as planned. Classes that are more perceived by the LO teacher to be 
susceptible to bullying were selected. 
The learners were allowed to express themselves freely in their mother tongue, i.e. 
Setswana, or in English as their second language. The researcher is acquainted with 
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various South African languages; therefore, it will be easy for the researcher to translate 
participants’ comments. The reason for using both languages is that the researcher 
wanted maximum participation from the learners, without limitations due to language 
barriers. 
4.2.1 Settings and participation 
All prior process procedures of collecting the data were followed as outlined in Chapter 
Three, except bullying video clips due to technical problems, as the smartboard was not 
working. The ethical approval and consent from the three institutions, including the 
Faculty of Education at University of Johannesburg, Gauteng Department of Education 
head office, and the local school at the principal’s office was granted (see Annexure A-
C). The principal introduced the LO head and assigned him to assist with the selection of 
classes, considering the period timetable. Then, the next day the LO head introduced the 
researcher to the relevant classes. 
The ethical consent forms were handed out to the parents to give approval by attaching 
their signatures, and the whole process was thoroughly explained to the learners. Then 
learners were given a chance to ask any questions. A question was asked: Are we going 
to appear on TV? It was then explicitly clarified that the video is only for research purposes 
for the university, not for public viewing, as all the participants will remain anonymous. 
Furthermore, the learners were notified that the process is optional, not compulsory, and 
they could withdraw at any given time if they did not feel comfortable. Once the parents’ 
permission was granted, only then did data collection activities commence. All the 
learners were keen to participate; therefore, the very next day their parents’ signatures 
were attached on the forms, giving them permission to participate. The procedure and 
data collection of this study was described in detail in this chapter (see Section 4.3). 
4.2.2 Participants 
There were 45 learners in the grade 8 class; the challenge was that all the learners 
wanted to participate, but the problem is the township schools are mostly overcrowded. 
The learners were divided into five groups, which consisted of plus or minus 10 members. 
The LO teacher grouped them strategically, taking into consideration the learners with 
bullying experience, as the teacher knows the learners well because she interacted with 
them daily. Though the rest of the class participated in all activities, the researcher 
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concentrated on one particular group for video recordings; but, all the learners were 
included in the lesson activities. Table 1 presents the age groups of the participants that 
were targeted. For grade 8, the age group consisted of the 13- and 14-year-olds. The 13-
year-olds constituted the most number, total six, whereas the 14-year-olds constituted of 
four learners. In terms of gender, there were six girls and four boys. 
Table 1: Grade 8 participants 
 
In grade 11 as well, the learners were overcrowded – 48 learners in the class. The 
learners were divided into smaller groups; subsequently, the video recordings were done 
on one particular group. Table 2 presents the demography of the grade 11 participants. 
The ages vary from 17 to 19. The total number of participants for both grades, grade 8 
and grade 11, is 20 (n=20), therefore is 10 learners for each class. 
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Table 2: Grade 11 participants 
 
 
4.3 Procedure of data collection 
4.3.1 First session: icebreaking 
The researcher was introduced by the LO teacher to the learners. The researcher briefed 
the learners about the whole process of the lesson, including the ethics of this study, 
such as anonymity and the freedom of not participating anymore. Some questions arose 
such as whether the learners will appear on television, but the researcher reassured them 
that this study was solely for university purposes. Then, the researcher rolled out the 
different sessions. 
A newspaper article and bullying pictures were handed out to the groups of learners, 
which function as an icebreaker to stimulate the talk or conversation among learners. The 
heading of the article was “What more can we do to stop bullying in our schools?” The 
content was about a grade 8 pupil who was brutally attacked at school by a bully. He was 
kicked on the face. The same boy bullied him for the past two years. After an X-ray was 
done, they found there was extensive damage to his nose and cheekbone. 
In the groups of the learners, one member of the group reads the content of the news, 
then they discuss the bullying (see Annexure E) with guidance from the following 
questions categorised with sub-questions (see Chapter Three) (as it derived from the 
pivotal question): 
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• What is bullying according to your own understanding? 
• Why are other learners bully others, or what is the cause of bullying  behaviour? 
• What can you do if you are bullied or being in that similar (bullying) situation? 
• How can you avoid being bullied? 
• How is bullying changing other learners’ behaviour, or what are the effects of 
bullying? 
• How will you help if another is being bullied in your presence? 
• How does bullying affect both bullies and those bullied? 
 
4.3.2 Second session: debating 
The learners were given the topic for debate session. The topic was “Bullying is an act 
of cowardice”. There was an affirmative side and a negative side. Because of time 
constraints, learners opted to debate the next day, which is the second day of data 
collection. The learners voluntarily divided themselves into five members (the one team 
that agrees with the topic and the other team that disagrees with the topic). The very next 
day during the LO period in the grade 11 class, both groups took turns to articulate their 
understanding of the bullying phenomenon. This section was based on naturally occurring 
interaction as well as scrutinising the disadvantage effects of bullying and the resilience 
after an act of being bullied. This session was based on Clayman and Gill’s work. 
According to Clayman and Gill (2004), naturally occurring interaction falls under a wide 
range of interactional events. Underlying this range of events are various organisations 
of taking turns, i.e. various speech exchange systems (Sacks, Schegloff, & Jefferson, 
1974), ranging from ordinary conversation (where the length, order, and content of turns 
are free to vary) to highly formal and constrained speech exchange systems such as 
debates, interview, and business meeting. Thus, being extracted from Clayman and Gill, 
the conversational interaction was based on debate. 
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4.3.3 Third session: discussion – bullying statements 
In Chapter Three, the researcher planned to use an example of a bullying video clip, but 
this did not occur due to technical problems. The smartboard was not working, hence the 
plan changed to bullying flashcards statements session. On the third day of data 
collection, during the LO period, the researcher arranged the classroom seating. The 
learners were seated in groups around the table; there were five flashcards placed on the 
table on the flip side. One of the learners would flip the card and read the statement 
thereof, and then the learners would take turns to express their views pertaining to that 
bullying statement. Other learners would agree, while others disagreed with the statement 
by supporting their views. There were circumstances where it was very personal to other 
learners, but they coped well as they displayed resilience in those challenges that they 
were faced with and at the same time imparted the knowledge based on resiliency factors. 
The following statements were discussed: 
• Bullying is a character, implying you are born like that.  
• Hitting or fighting back is a solution. 
• Avoid or defend yourself from bullying by running away. 
• Recovering from bullying, by thinking about it day and night. 
• The hurtful words from the bullies can be taken back or retracted. 
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4.4 Activities identified at various levels 
 
Figure 6: Activities identified at various levels 
 
According to Seedhouse (2005, p. 166), a CA perspective of conversational interactions 
is context forming and context renewing: contributions to interaction are shaped by the 
context, and they, in turn, shape the context and flow of the conversation – a situation 
where “... participants talk a context into being” (Seedhouse, 2005, p. 166). In this regard, 
all details in interactions are relevant; no detail in an interaction can be rejected/ignored 
a priori as irrelevant, accidental, or chaotic (Sacks, 1992; Heritage, 1984, in Seedhouse, 
2005). 
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The aforementioned studies confirm that the organisation of speech/talk in a learning 
conversation is intersubjective in the sense that children’s representations of knowledge 
are directly organised, in interaction, by the discursive actions of the teacher who controls 
the turn-taking (Edwards, 1990). In such conversational interactions, knowledge is key to 
the access, rights, and responsibilities of participants (Van der Westhuizen, 2012). 
The data was analysed from the verbatim transcript using analysis processes of the 
content analysis and conversation analysis. 
• The data was collected by means of two smartphone video cameras, to 
record conversations of grades 8 and 11 learners. To ensure the quality of 
video recordings and the backup to capture important conversation that might 
be omitted from the other video camera, this study was double-recorded 
simultaneously. 
• The recorded data was then transcribed in verbatim. A research assistant 
(PhD student) helped the researcher with recording. (Annexure F) 
• The transcripts were read thoroughly so that the researcher could be acquainted 
with the content. 
• A content analysis of the transcript was then conducted to gain an 
understanding of the participants with regard to bullying conversation. (Annexure 
G) 
• A colour coding system was used to identify reoccurring keywords, patterns, and 
ideas throughout the transcript. 
• The codes were established, and then organised so that related topics 
were combined to create categories. 
• Each category was labelled accordingly, and groups of similar categories 
forming the content level of findings were created. (Annexure H) 
• A conversation analysis process was conducted by identifying the segments 
within the conversation. 
• The selection of three conversational segments was then analysed in detail, 
including conversational order, actions, and interactions. (Levels 1, 2, 3, and 4) 
• The transcribed conversations were analysed using the four levels of 
conversation analysis process (Clayman & Gill, 2004). 
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Step 1: Video recordings 
In general, video is preferable to audio when recording face-to-face interaction (Hardy & 
Bryman, 2009). This is because non-verbal activities such as facial expressions, gaze 
direction, and gestural display serve to portray participants in interaction (Hardy & Bryman, 
2009). Only video recordings give researchers access to both vocal and non-vocal 
resources (Hardy & Bryman, 2009). The data was collected by means of two smartphone 
video cameras. One of the videographers was a PhD student, and the other one was a 
law student. The recording was of a conversation of eight groups of grades 8 and 11 
learners at Cosmo City High School, to capture angles that might be omitted or that are 
not so clear such as the volume of sound and the body language of the participants. 
It is noted that the two people who recorded the conversations were present in the 
classroom, as third parties, as well as the grade 8 teacher, which could possibly disturb 
the participants, as it could influence the vital points of the conversation. There were three 
parties in the classroom: a grade 8 teacher, the researcher, and recorders, or people who 
recorded the conversation and the learners. Fortunately, with the grade 11s there was no 
teacher in the classroom. The learners were free to express their view without any fear of 
authority. 
In conclusion, although the presence of the videographers and the presence of the 
teacher in grade 8 could have influenced the conversations, the use of reflection 
reports as a vantage point for discussions ensures that the discussions remain in line 
with what was planned to be discussed prior to the interview. 
Step 2: Transcriptions 
Transcriptions are vital elements of CA. Researchers are expected to construct a 
thorough transcript of the talk, including circumstantial behaviour such as gesture, facial 
expression, pause or breaking off, prior to analysing the learners’ conversation episodes. 
Every detail of the conversation is crucial; nothing should be left off, irrespective of how 
insignificant it may look or appear because gradually it can fit somewhere, to join the dots 
that produce meaningful segments. An exact period of quietness, and the scene where it 
takes place, has manifested enormous results on “how participants understand 
interaction” (Hoey, 2015; Kendrick & Torreira, 2015; Sacks, Schegloff & Jefferson, 1974). 
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According to Clayman and Gill (2004), Gail Jefferson originated with the transcription 
system commonly used in CA. It was designed as a compromise between two objectives: 
to preserve the details of talk as it is actually produced and at the same time to yield 
transcripts that are accessible to the general audience (Jefferson, 1974). The benefit of 
using raw video material in research is that the non-verbal context of the conversation is 
preserved. However, for this study, it is important to have the utterances of the learners 
available in visual format such as transcriptions in order to divide it into meaningful units 
of analysis and to code the utterances (Jefferson, 1974). 
To have the conversation in a format which would best be suited for coding while 
preserving as much as possible of the conversational context, verbatim transcriptions 
were made from the video recordings, and Jefferson’s transcription conventions were 
used throughout the transcription of natural speech. 
4.5 Conversation analysis of bullying content – level one 
 
Macroscopic analysis – analysis of the overarching activities framework that organises 
lengthy stretches of interaction, such as getting acquainted or ‘talking about personal 
problems’ or ‘seeing a doctor for medical help’ or cross-examining a witness (Clayman & 
Gill, 2004). 
 
Table 3: Grade 8 conversation of bullying perspective 
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4.5.1 Content of grade 8 conversation 
During the LO period, the teacher introduced the topic of bullying to the learners, by 
employing different activities within 45 minutes. The first activity was bullying pictures in 
conjunction with open-ended questions. The definition of bullying was clearly described 
or communicated according to the learners’ prior knowledge. On the basis of the data, 
the interjections by the teacher are used in order to manage the interaction to repair 
sequence. More specifically, the interjections are seen as a way of exiting a repair 
sequence that has been going on for a rather long time or signal a change to a different 
kind of conversation or drawing focus and specifics. 
Table 3 and the preceding sections present an episode from the conversations of the 
grade 8 learners as they get acquainted (ice-breaker) with the topic of bullying at school. 
In Table 3, learners were having conversations on what they think bullying is (in line 24-
50), what causes it, and who is responsible for bullying at school (in line 52-91). The 
conversations express even the action of bullying such as forcing (line 24), hurting (line 
25), beating (line 29), dispossessing (line 34), and the effect of emotion (line 36) while it 
is also discussed in the conversation that bullying can be in the form of belittling someone 
or embarrassing them (line 39). 
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4.5.2 Understanding bullying: grade 8 conversation – level two 
Discrete sequence action analysis – analysis of the relative generic sequential properties 
(e.g. paired action, storytelling sequences) or for typing-specific characteristics (e.g. as 
question/answer sequence, invitation sequence, new delivery sequence, news delivery 
sequence) (Clayman & Gill, 2004, p. 396). 
 
Discrete sequence action analysis was performed on the selected episode. From the 
interaction, it seems the learners understand what bullying is (line 24-57) by taking turns, 
the meaning of the term bullying (line 39-41), and actions which qualify bullying as a 
behaviour (lines 29, 30, 32, 45, and 46). The conversations present a different 
understanding of bullying among the learners, while others understand bullying as being 
forced to do what they do not want (lines 24, 35, 36, 40, and 44); being hurt emotionally, 
physically, and verbally (line 25); or physically being beaten (line 32); food and money 
taken (lines 34 and 35); made to feel small (line 39); or other learners presenting 
aggressive behaviour. The activity sequences of the learning conversation are 
summarised (see Section 4.10.1) in four segments: poverty, family environment, 
aggressive behaviour, and peer pressure. 
The learners presented an astute knowledge of the causes of bullying (line) although 
others were more confident by stating exactly the causes (lines 60 and 80), while others 
defended their contributions by saying ‘I think …’ (lines 52 and 75) and having highly 
thoughtful conversation with signs of deep thinking, for example, line 62. The causes of 
bullying as presented in the conversations highlight different factors for bullying. This is 
also significantly pointing out the causes, as they form part of the way to easily understand 
the type of resiliency also presented by the learners as discussed in the findings that 
follow. Identified in the conversation, the learners were discussing that bullying is caused 
by home experiences (lines 52, 62, 81, 89, and 92). 
On this aspect, the learners point out that the bullies are affected by any form of abuse 
from home, i.e. aggressive behaviour exhibited by their parents. The learners’ 
conversations also presented the feeling of wanting to be big and bossy as one cause of 
bullying (lines 60, 74, and 96). Some presented jealousy as another cause (line 66 and 
75). Other causes included the past experiences of the bullies and peer pressure (lines 
71 and 84). 
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In Chapter Three, it was explicitly indicated that socio-economic status has an effect on 
the school level as it is clearly stipulated in Bronfenbrenner’s nested system, particularly 
the mesosystem. As alluded above, the causes of bullying are highlighted as “home 
experiences” or “peer pressure”. Thus, every segment of society should play a particular 
role in subduing bullying in schools, as this manifest ripple effects in the milieu because 
school is part of the system. Since this study is embedded in the education fraternity, it 
probes the potential of introducing resilience in the curriculum as a protective measure 
with regard to bullying at school level. It is a well-known fact that discipline policies 
(abstract method or unimplementable) failed dismally to decrease the bullying in township 
schools. However, intense teaching of changing the psychological mindset of learners 
through resiliency, which is done practically (teachable) rather than theoretically, could 
bring a huge difference. 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 7: The bioecological approach and the ripple effect of bullying 
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4.5.3 Content of grade 8 conversations – level three 
Singular action analysis – analysis of actions normally accomplished through a single turn at 
talk, such as question, request, new announcement, or way of responding to these various 
actions (Clayman & Gill, 2004, p. 396). 
 
Different singular actions were identified within learning conversations. The teacher 
initiated different open-ended questions. In Table 3, the learners presented a reluctant 
attitude to discuss what bullying is, as evidenced by the quietness in the classroom when 
the topic was introduced (line 26-28 and line 31) when the teacher attempted to loosen 
the tenseness in the classroom. This seems to be as a result of the sensitivity of the topic 
among the learners or a sign of hiding from bullying issues, which are a common practice. 
The learners took turns in an attempt to answer the questions and were confidently 
contributing to the conversation (lines 55, 68, and 85), speaking with confidence and 
articulating facts without stammering or hesitation. The learners provided a more in-depth 
description from previous knowledge. 
The learners also clapped hands to some of the contributions made on what bullying is, 
for example, in line 57. Finger ticking or clapping of hands seem to exhibit that they are 
in agreement that bullying happens in schools and the learner had meticulously stated 
exactly what bullying is, which connects to what is on the ground to the knowledge of the 
other learners. Some of the learners presented some shyness when they were 
contributing to the conversation, for example, Learner B in line 60. The shyness in this 
conversation seems to be emanating from the fact that it is embarrassing to become a 
boss by bullying others. In some instances, despite the different definitions provided by 
the learners on some contributions, the learners agreed with the speaker (line 86-87). 
The agreement seems to point to the fact that what the learner would have said has 
happened before, and the whole class is aware of the bullying incident. 
In other instances, the learners laughed at some of the conversation contributions 
(lines 35 and 89). Laughing in line 35 exhibits a general feeling that teasing, although 
it is a type of bullying, the learners laugh because it does not affect them at the 
magnitude it does when experiencing other bullying types, for example, being beaten 
and other types of physical bullying. The laughing also seems to be coming from the 
fact that the learners understand bullying as embarrassing and not a good practice, 
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which is not expected from parents and which, in turn, compounds that behaviour into 
their children who adopt the same behaviour at school (line 89). 
4.5.4 Resilience conversation of grade 8s – level four 
Microscopic analysis = analysis of specific lexical choices, intonations contours,                    non-
vocal behaviours, and other turn components that are mobilised within turns at talk                   
(Clayman & Gill, 2004, p. 396). 
 
Table 4 presents the conversations regarding resilience of learners from bullying. The 
non-verbal conversations on resilience present interesting actions and levels of resilience. 
In the conversations, the learners presented some smiles and laughs, no verbal gestures 
(line 101). It seems in this line, the learner who was engaged in the conversation does 
not really trust what they are saying or feel that although it is an option to report (laughing), 
reporting is not the most ideal option but a last resort. 
On line 103, the learner included (eh:::eh::) after confidently saying, tell parents when 
experiencing bullying. The learner said besides parents (and stammered), which seems 
to indicate that the learner trusted only telling his or her parents when experiencing 
bullying, and besides them, he did not know who else to tell. The conversation seems to 
provide a single resiliency option from this learner, and secondly, bullying experienced at 
school being reported to parents presents a mistrust of the school’s ability to deal with 
bullying (to be discussed under the findings). 
The learners also presented some traits of being embarrassed when saying the 
expression bullying. For example, in line 108, the learner presented ((eh:::)) just before 
saying bullying situation and rather thought of saying ‘bad situation’ instead of 
bullying. It seems the learner is embarrassed of bullying behaviour or because he 
has been bullied before. In a similar conversation when the learners were discussing 
how they deal with bullying behaviour, some of the learners were presenting some 
thinking before actually contributing, for instance, in line 120. Thinking on the part of 
this conversation seems to indicate that the learner has not experienced bullying 
before, as such, by thinking the learner is deciding on what to do when it happens in the 
future. 
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Table 4: The resilience episodes in grade 8 conversation 
 
4.6 Bullying experiences and resiliency for grade 11 – macroscopic analysis 
Table 5 presents the conversations of grade 11 learners on what they understand about 
bullying and how they have managed to be resilient to bullying. 
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4.6.1 Understanding bullying 
In the conversation, bullying is understood in terms of how the learners viewed 
bullying. Some of the learners confidently pointed out what they thought bullying was 
evidenced by non-verbal behaviour. Identified in the conversation include mocking 
(lines 26 and 78), ‘something not sitting well with you’ such as verbally, physically, 
and emotionally (lines 32 and 128). In addition, in some of the conversations, the 
learners identified ‘force’ (lines 34 and 35) as some form of bullying either to force to act 
on something or to obtain another learner’s items, for example, food (line 58) and money 
(line 57). Beating (line 36) is also identified in the conversation as a type of bullying 
experienced by the grade 11s, some even saying that they had their pants pulled down 
(line 82) and interpreted that as some form of bullying. 
4.6.2 The causes of bullying 
The pattern within the conversations which focused on the causes of bullying are equally 
important to answering the resiliency of the learners to bullying, as some of the forms of 
dealing with bullying emanate from understanding the root cause of bullying upon the 
learners. The learners identified different understandings of the causes of bullying in the 
conversations. In Table 5, the learners believed bullying is as a result of ‘poor family 
background’ (line 110-112); the class generally agreed (signaled by the clapping of hands 
after the speaker) that bullying is a product of poor family background in which problems 
at home surfaces at school in the form of ‘taking out on other kids’ (line 113). 
In the conversations, bullying was also attributed to the need to gain control (line 114), 
‘feel nice’ (line 114), and enjoy when ‘others suffer’ (line 115). The class agreed on this 
point by clapping hands. Bullying as a result of low esteem on the part of the 
bullies is also identified in the conversation as one cause for bullying (see line 116-
117). Others outlined peer pressure (lines 126 and 131) as another cause for bullying. 
It is also identified in the conversation that bullying may also be influenced by 
imitating the content the learners view on television (line 152); “Some learners are 
influenced by watching TV”. 
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Table 5: Bullying perspective in grade 11 conversations 
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4.6.3 How resiliency traits were displayed in the conversation – discrete sequence 
action analysis 
There are different forms of avoiding or dealing with bullying behaviour, which are 
identified in the conversation. In Table 6, the learners put forward ignoring bullies and not 
giving them attention (line 171) as one form of resiliency method employed by the learners. 
The audience (other learners) agreed through finger tipping, however on a low note. This 
seems to signify that although they agree with ignoring and keeping quiet when being 
bullied, they did not agree with the notion, for instance, in the long run. One of the learners 
60 
 
outlines what kind words build self-esteem (line 221), subsequently boosting a resilience 
character. 
Some of the learners believed telling a teacher or parents is one of the easier ways of 
dealing with bullying at school (see line 175). The teachers in terms of the conversations 
can be viewed as the first stop when dealing with bullying and when it continues, then 
alternatively reporting to the parents. No grade 8s insinuated reporting to the principal. 
However, the learner who contributed the point in the conversation pointed out that ‘she 
thinks’ (line 173), which can be concluded as someone who has not experienced bullying 
but providing a solution from what he or she believes is the best way to deal with it. 
It can be observed also that in the conversation, Learner C, in line 179, proposed that 
being stubborn (as he was) was the best way of avoiding bullying or in essence running 
away from the bullies (line 181). The non-verbal language points out to the fact that the 
learner believed in being stubborn as a way of avoiding bullying because he spoke 
confidently and actually felt and believed it as the best plan together with running away 
from the bully, which the other learners laughed at but clapped hands in agreement as an 
option likely because they had used it before or feel it is one of the best options. 
In the conversation, changing schools was one of the ways of avoiding bullying (line 192). 
Although the learner pointed out changing of schools, the idea came from a parent after 
the learner reported the bullying incident to parents. As such, the next learner (line 201-
205) pointed out that one can change schools, but bullies are almost everywhere. Thus, 
it was pointed out those learners should learn to negotiate or ‘talk it out’ (line 201). 
Table 6: Resiliency displayed in grade 11s’ conversations 
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4.7 Knowledge of resiliency transfer through conversation – singular action 
analysis 
The knowledge created by these conversations is what Van der Westhuizen and Van 
der Merwe ( 2012) refer to as “contextual knowledge” which is “embedded in activity” 
and has specific cultural relevance for the domain of pedagogy. 
 
Table 7: Extract potential learning episode bullying statement conversation 
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In line 65, as shown in Table 7, there is a knowledge transfer or mind change. The 
learners are learning from one another’s bullying causes. There was a strong argument 
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about whether one learns how to bully or if it is an emotional factor that one is born with. 
Learner B (line 59) indicated, “You saw somebody did it” changed her mind or pointed 
out of the conversation to agree that bullying is learned and copied from somebody else. 
4.8 Potential learning episode – microscopic analysis 
Table 8 highlights that the learners are displaying resiliency when responding on the 
bullying statement, with utterances such as “stand for yourself” in line 123, “never walk 
alone” in line 126, “seek for help from an adult”, and “You have to speak to the bullies 
bravely confidently” in line 129-130. Nevertheless, Learner A did not agree with Learner 
C and Learner D in line 131-132. From line 131-155, there is potential learning in this 
conversation as learners are interacting. 
 
Table 8: Extract potential learning episode for resilience 
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Assertiveness and communication are elements or conceptual artefacts that display 
resiliency, and simultaneously there was a change of mindset from Learner A (line 55) 
who said, “Yes … I agree now”, after an intensive conversation interaction. Subsequently, 
the knowledge was produced in learning through conversation embedded on protective 
factors such as social support, self-esteem, and assertiveness in communication. 
According to Magano, Moster, and Van der Westhuizen (2010), conversation is a special 
way of interaction in learning. Observation indicates that in conversations people learn 
about themselves from others; therefore, over the years conversations have been used 
for teaching and collaborating smoothly in accordance with the purpose of the study. 
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4.9 Categorising meaningful segments 
4.9.1 Categorising segments according to risk factors in grade 8 
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4.9.2 Categorising segments according to protective factors in grade 11 
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With reference to Chapter Three, the protective and risk factors are embedded in the 
proposed model of the relationship between bullying and resilience (Wade, 2007). For the 
growth of resilience and traits of the learners, many studies have investigated 
characteristics that seemed to be non-contradictory and existing in resilient learners, 
despite how the researcher recognises or utilised the conceptual theory. Those 
characteristics include “high self-esteem (or self-concept), well-developed social skills, 
high levels of optimistic thinking, effective coping strategies, and above average 
emotional intelligence” (Wade, 2007). 
The personality traits that normally narrate bullies and victims, as proportionately in 
agreement with illustrations of each, had become prominent. Olweus (1973) initially 
established that regular victims were also nervous and tough than other learners. 
Moreover, many a time, they were careful, sensitive, and more silent. He reported that 
victims undergo low self-esteem when they participate in bullying. In contrast with this 
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study, they were participating due to the conducive environment and various activities 
which stimulate the interest. Family background is another element that may play a major 
role in perpetuating other learners to bully others in schools. A thorough research in 
Australia probed the family environment of learners who bully others. The results 
indicated that those learners come from broken families. This manifested lack of love, 
support or sense of belonging, and where parents often criticised their children (Rigby, 
1994). 
 
Table 9: Bullying causes and risk factors for grade 8 
 
Figure 8: Risk factors of bullying for grade 8 
 
73 
 
According to findings from the data collected and analysed in grade 8 class, Table 9 and 
Figure 8 shows that the major risk factor is poverty. Therefore, the socio-economic status 
of townships is in a bad state. This echoes the utterances outlined in Chapter One. 
Secondly, the family environment took a big chunk from the graph. With reference to 
home backgrounds, a large number of studies have been conducted and resulted in 
conflicting findings. Contrarily, Sourander, Helstela, Helenius, and Piha (2000) 
established that parental standard of education, socio-economic status, and family 
composition were not significantly related to bullying or victimisation (as cited in Wade, 
2007). 
 
Table 10: Bullying causes and risk factors for grade 11 
 
Figure 9: Risk factors of bullying for grade 11 
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From the observation of data analysis, there is an explicit pattern with regard to risk 
factors, with poverty at a very high rate and peer pressure at a very low rate, as indicated 
in Table 10 and Figure 9. In line 142-145, a former bully confesses his behaviour due to 
the poor background from home, where he had no food, but resorted to bullying for 
survival. Regarding behaviour, as it stands 28% of bullies’ aggressive behaviour was 
noted towards adults as well, both teachers and parents. Broadly, bullies had a more 
positive view of violence than other students and were characterised by impulsivity and a 
strong need to dominate others. This behaviour is perpetuated by low self-esteem. 
 
Table 11: Resilience protective factors in bullying for grade 8 
 
Figure 10: Resilience protective factors for grade 8 
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Table 11 and Figure 10 demonstrate that in grade 8 most learners are in their last part of 
the puberty stage – a state of association and pragmatic social support will be embedded 
in either of these three systems: family (poverty or domestic violence), peers, and the 
school. Association or interdependence has been broadly reported based on the 
perspective that “emotional and functional support can be practically and reliably provided 
by others” (Frauenglass, Routh, Pantin, & Mason, 1997). 
Additionally, certain family association has been reported as a learner’s source of 
togetherness with parents and siblings. Family togetherness includes feelings of being 
loved and grateful that their parents are genuinely interested in their well-being; therefore, 
most learners are dependent on social support, hence it is on top in the figure. Social 
skills, self-esteem, and optimistic are the same rating, averaging 27%. Assertiveness in 
communication is rated very low. 
 
Table 12: Resilience protective factors in bullying for grade 11 
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Figure 11: Resilience protective factors for grade 11 
 
Table 12 and Figure 11 illustrate that in grade 11, most learners are in the adolescent 
stage. Self-esteem is rated very high, and it has been interpreted as how individuals value 
themselves, including depicting a positive image about themselves. It is exactly how much 
an individual “likes, accepts, and respects” who they are (Harter, 1990). High self-esteem 
is defined as a potential to own up a positive perspective about oneself irrespective of 
one’s circumstances or surroundings, while a low self-esteem is determined by a negative 
or poor perspective of oneself. Because of the “objective representation or understanding 
of the self” (Baumeister, Campbell, Krueger, & Vohs, 2003), adolescents are more 
independent. Assertiveness and communication are actually intertwined with self-esteem. 
4.10 Discussion and findings 
In this study, an exploration was made of how learners who have been bullied talk with 
others about their experience, what they talk about, and how resiliency is displayed in 
such talk among township high school learners. The learners were able to converse 
meaningfully, using the knowledge learned during interaction. The key issues of what 
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constitutes resiliency were identified as conceptual artefacts. The main one that stood out 
was self-esteem. 
Self-esteem manifests itself as an ability to recuperate swiftly from the challenges or 
devastating experiences encountered by individuals. Self-esteem was established to 
alleviate the results of pressure on the learners and to have a protective measure or plan. 
Furthermore, this study established that learners with a higher self-esteem were inclined 
to utilise productive coping skills, to present oneself as satisfied in life generally, and to 
attempt a physically and psychologically healthy lifestyle by participating in sports or 
cultural activities at school or beyond school premises. In addition, social skills were 
linked with resilience in puberty and adolescent learners. This study established that well-
rounded social skills do not at most assist learners to sustain hardships but were linked 
with less anticipation of loneliness and a lower trend of developing behaviour problems. 
An increase in resilience awareness has affected developing interventions with the 
intention of curbing bullying in schools by teaching resilience. Research and 
comprehension grounded in resilience continue to grow, with a unique small-scale 
understanding of how resilience could evolve. However, looking at the protective and risk 
factors could be a stepping stone to formulating the proper interventions at schools. Thus, 
this study intended to intensify the learners’ comprehensive characteristics, development 
of social skills, including the enhancement of self-esteem, which will be thoroughly 
discussed as per recommendations in the following chapter. 
4.11 Conclusion 
To sum up, the learners within the conversations understand bullying as caused by 
different factors which are as a result of the bullies’ behaviour; poverty; family background, 
or environment; or peer pressure, or group influence (for both groups). Learners have 
experienced bullying from both older and younger bullies. In the conversations, in the 
lower grade the learners provided their immediate resiliency line which seeks comfort in 
actions taken after telling others who can help when they experience bullying, which 
produces a conceptual artefact of social support. Contrastingly, in the higher grade 
emphasis was on the concept of self-esteem where the learners presented a secondary 
line of resiliency which originates from different factors which include internally raising 
emotional strength, standing up for themselves, and motivated by the future which has to 
do with going to school and the benefits that brings.  
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The chapter that follows discusses the conclusions from the data presented and 
recommendations for the overall study. 
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Chapter Five: Summary, Recommendations, and Limitations 
5.1 Introduction 
The penultimate chapter focused on data analysis, findings, and discussion of the study. 
This final chapter concludes the exploration of the fact that when learners who have 
been bullied and bullies talk with others about their experiences, what do they talk 
about and how is resiliency displayed in such talk among township high school learners? 
The following key issues will be explored: 
• A theoretical analysis of what constitutes resilience factors in relation to bullying.  
• An analysis of conversation procedures on what learners talk about in bullying 
conversation. 
• The paradigm shift of the learning process during bullying talk or conversation. 
 
5.2 Summary 
The development of this study subsequently answers the research question outlined in 
the first chapter. The pivotal question was what learners talk about during bullying 
conversation and to observe resilient elements out of their bullying talk among the high 
school learners of two different groups distinguished by their age or grade. This study 
addressed the key issue of what constitutes resilience in relation to bullying. Thus, the 
researcher extracted the elements of resilience referred to as risk and protective factors 
during the learners’ conversation in the fourth chapter. It was explicitly conspicuous that 
self-esteem, self-reliance, and social support indicated a higher percentage in terms of 
resilience protective factors. In contrast, the grade 11 rated social support very low. 
Therefore, the age difference played a major role, and it echoes Erikson’s stages of 
psychosocial development that adolescents try to gain independence from family and 
they search for their own role and place in the world. Middle to late childhood, means that 
children expands their social relation to include teachers, mentors, and peers (Erikson, 
1982). 
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Irrespectively, social support is a vital protective factor in the theory of resilience. As was 
noted, poor parenting perpetuates bullying behaviour among learners. Consequently, the 
grade 11s who were well taken care of at home were more resilient.  
Home is a place of warmth, comfort, and affection; therefore, it is imperative to receive 
support from home, parents, and teachers. According to Bronfenbrenner, this interaction 
is called proximal interaction. This protective factor goes beyond the family; it includes 
support from the teacher, peers, and the community at large. In the townships people 
used to practise ‘Ubuntu’ with the connotation that, “An injury to one is an injury to all” or 
the Setswana proverb, “Matlo go sha mabapi”. Literarily, it means if one’s house is on fire, 
the neighbour is also affected. Therefore, the meaning of this proverb simply means “your 
pain is my pain and we need to help each other as communities”. In light of that, human 
connectedness is such that when one of is abused, others will feel the pain. 
The study aimed to use the findings of the research to guide and ensure that future 
bullying is curbed at school level. The findings of the study were able to use the 
conversational interactions to identify and contribute to the knowledge and understanding 
of bullying and its negative effects on the affected bullied learners. The findings presented 
that the learners have some awareness respecting the subject of bullying; however, the 
grade 11s did not have confidence in teachers handling the matter of bullying. The 
learners felt that they would not get any help and the bullying problem will also continue 
or escalate beyond the school premises. This crisis indicates that the school is a part of 
the community as Bronfenbrenner outlined in a nested system indicating micro-, meso-, 
and macrosystems of ecological theory. 
Furthermore, from this study’s findings, the conceptual artefacts for the cause of bullying 
took a high road of poverty and behaviour. Since this study was conducted at a township, 
it related well with the researcher’s hypothesis in Chapter One that the main cause of 
bullying was the socio-economic status of the township environment in South Africa; high 
rate of unemployment, which resulted in poverty; and lack of resources, which plays a 
major role in bullying. From the potential episode, there was knowledge produced or 
transfer in conversations. As Vygotsky (1978) points out, knowledge itself is not absolute 
and unchanging. It is a social construction that is developed and learned through social 
interaction. From the learners’ conversation, there was a change of mindset as they 
interact meaningfully. Even the bullies confess voluntarily, as the learning took place 
during conversation. In this instance, the researcher would suggest that knowledge is a 
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powerful therapy. The more knowledge one acquires through conversation, the easier it 
is to overcome any social ill, such as bullying. Secondly, the behaviour was the highest 
in terms of the cause of bullying. The behaviour is the mental or psychological condition 
of an individual which is manifested through repetitive actions. Since behaviour is 
associated with mind or mentality, resilience is an appropriate measure to be taught or 
inculcated in the learners in order to deal with bullying, as it is a mindset tool. 
The major arguments between resilience protective factors and risk factors were 
witnessed in this quadrant: optimism coping style, self-esteem or self-concept, social 
skills (social support), and assertive communication, while risk factors were in congruency 
with the hypothesis theory of this study, which includes poverty, family background, 
behaviour, and peer pressure. Resilient learners manifest remarkably a higher profile of 
these positive techniques as compared to the attributes of the non-resilient victims. 
The outcomes of this study correlate with previous conducted studies of bullying and 
resilience, even though the studies are limited because these two phenomena have not 
been examined together in previous research. These results are distinctive and could not 
be identically matched with previous findings, due to the purpose of this study and the 
environment chosen by the researcher. Since each milieu varies in socio-economic status 
and cultural background of the society, the prime insinuation of this study was to examine 
the greater understanding of resiliency displayed among the township high school 
learners during bullying talk or conversation. Consequently, the resilience traits were 
manifested in the learners’ talk as resilience protective. In contrast, non-resilient traits 
were identified as risk factors. From the findings of the study, the inquiry has successfully 
fulfilled the research aim and objectives. With these findings, it is hoped that future studies 
would help to facilitate the eradication of bullying and create a good climate for learners 
to learn by teaching resilience as part of the curriculum. 
5.3 Recommendations 
Based on the findings derived from this study, the researcher has come up with the 
recommendations that are meant to address the bullying behaviours in schools. These 
recommendations follow. 
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5.3.1 Building resilience in schools 
Resilience is the faculty of managing traumatic circumstances and hardships. It has been 
reported as the strength to ‘bounce back’ from strenuous conditions and persevere in the 
presence of an antagonist. The process of building resilience, regardless of social 
problems such as bullying, is of such paramount importance that schools need to 
establish a resilient environment in order to assist learners to cope with bullying distress. 
This study emphasises that as much as learners are taught techniques of reading and 
mathematical concepts, resilience can also be taught, as a proactive skill to curb bullying. 
The establishment of resiliency in the curriculum would intensify the secured and 
conducive environment, which is a special experience for learners. 
In South Africa, learners are admitted to school with difficult experiences that resulted in 
vulnerability in terms of barrier of learning. Poverty engulfs at most 1:5 ratio of children, 
and poverty can raise the mindset of surrendering and frustration. Today, teaching 
resilience in the classroom as part of instruction is very important. 
Here are some protective factors that can be focused on to start building resilience: 
• Build self-esteem: Township learners, before schooling, are already faced with 
challenges from their background scenarios, such as socio-economic deficit, 
domestic violence, broken families, and child-headed families. Consequently, most 
of the learners lack self-esteem, and their mental health state is affected. Thus, 
the school can play a vital role in developing and reinforcing self-esteem activities 
in daily lessons of academic programmes. This would emphasise and nourish the 
uniqueness of various abilities and talents of the learners. This will also assist the 
learners to treat gifted and less gifted learners equally and accept them with 
respect, including the haves and do not have learners. The school should make 
sure that learners do not feel inadequate no matter what their circumstances, but 
it should enhance their various dormant talents. A positive, accepting, and caring 
environment will enhance self-esteem rather than unhealthy competitiveness in 
the academic milieu. 
• Behavioural self-control: The learners’ self-control is an important aspect for 
fruitful teaching and learning in the classroom. In life generally, there will be 
disagreement and conflict scenarios because every person is unique. Thus, the 
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learners need to be capacitated in how they should handle these scenarios. They 
should be taught that they can control themselves such as when passing across 
the road, “stop, --- look left, --- look right, --- look left again then pass”, meaning 
“stop and identify, look for the definition, look for the alternatives, evaluate, and 
choose, then take action”. The learners should learn problem-solving skills and 
conflict management thoroughly and be assessed practically as part of their daily 
life. They should learn to be part of establishing classroom regulations and give 
the reason for each regulation, and then adhere to those classroom rules as part 
of their responsibility towards effective management of the classroom. The resilient 
learners are always mindful of their actions, and analytical and logical thinking; 
hence, they recuperate positively after traumatic experiences. 
• Assertive communication: Assertiveness is an effective, diplomatic, and 
fundamental communication skill that learners need to acquire. As assertive 
communication is the power to express one’s views, ideas, or opinions in an open, 
honest, and direct manner while recognising and respecting other learners’ rights 
and being willing to work on solving the conflict or disagreement. Assertive 
communication gives learners the best chance to successfully deliver their 
message while one communicates in a manner that is passive or too aggressive – 
the message may get lost due to one’s aggression or passive attitude. 
Assertiveness permits learners to take full responsibility for their actions and not 
blame others. Communicating assertively can assist learners to gain self-
confidence and self-esteem and create a win-win situation. The teachers should 
teach learners in the class in a pragmatic manner, depicting it from their daily life 
experience. Techniques such as the use of statements, practising to say no, 
rehearsing their talk by role playing with classmates, keeping emotions in check, 
and using body language can be helpful. Let the learners obtain feedback in 
various ways, such as through graphs in assertive communication. 
• Effectiveness of social support: In classroom scenarios, teachers and peers 
play a pivotal role in social support. Specifically, the teacher is a driving force to 
enhance and create a mutually conducive and supportive environment for the 
positive, academic, and psychosocial outcomes for the learners. A deficit in social 
support may be linked with the growing degree of psychological distress. The 
teachers engaged the learners with productive activities, which will refine learning 
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and social skills of the learners. The teacher should promote the values of caring, 
sharing, kindness, tolerance, and openness or transparency in order to achieve 
the relation of mutual trust among the learners. Once there is too much critical and 
judgemental atmosphere that only concentrates on high academic achievement 
without the well-being of the learners, it will result in mistrust and anxiety of the 
learners. The learners should learn those values and put them into practice in their 
daily contact with other learners. Those who practise those values should be 
rewarded as heroes or heroines in public in order to encourage others to follow 
suit. The learners should be taught to look out for opportunities where they can 
implement those values and give feedback in class for assessment. The teacher 
should be an example of those values, and by so doing, the learners will talk to 
him or her about anything of concern to them – be it of a personal or academic 
nature – because they trust the teacher. Subsequently, the teacher will give the 
necessary social or academic support. 
• Effective peer relationships: The learners should be encouraged to work 
together as teams. The learners should comprehend that people have different 
talents, and when they work as a team, they can achieve more than expected. As 
they are equipped with problem-solving and conflict resolution techniques, they 
would develop positive peer relationships where they encourage one another to 
take part in positive activities. Creating time to engage with one another in the 
classroom and do certain projects as various groups or teams would help learners 
to identify one another’s strengths and common feelings or emotions and to 
respect and embrace their uniqueness, therefore enhancing effective peer 
relationships. Teachers can evaluate peer relationships to ensure an inclusive 
resilient approach to peer relationships. 
 
5.3.2 Establishment of non-bullying programme 
Every block, corner, and playing ground of the school should have a big board of anti-
bullying zone, which will protect learners psychologically and constitutionally against 
bullying. In every school, the learners assemble under one roof; it might be a hall or a 
ground once per week. This opportunity can be used to do a small awareness campaign 
of bullying for a few minutes during the school assembly. 
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5.3.3 Fraternisation of school and community against bullying 
If one does not have a strong community in their school, they could initiate one. For 
example, they could take the first step of inviting a community leader, popular actors, 
athletes, local radio personality, or music artist to speak about bullying. Local business 
people could be involved to fund impoverished learners with a basic lunchbox. An anti-
bullying newsletter for efficient and maximum communication with parents could be 
established. 
5.3.4 Bullying policy 
There is a huge need for schools to establish implementable bullying policies which are 
related to township schools, in order to curb bullying behaviours at these schools. It 
should be noted that what is working at schools in suburb will not necessarily work in 
township schools. At the moment, bullying has increased tremendously in South African 
township schools. The bullying policies should cater for circumstances in townships. The 
present policies have failed dismally because most of them stressed parental involvement, 
forgetting that parents are also struggling to discipline learners at home due to 
government’s new legislation on “children’s right”, as these children misuse this legislation 
in this new dispensation, hence they lack discipline and bully others. All the learners and 
parents should become equipped with the school’s clear description of bullying, bullying 
protection policies, and the code of conduct. This will guarantee that the policy is being 
implemented and enforced throughout the entire school. It should be well known by every 
student and all parents that bullying is not tolerated at the school at all. If policies are put 
in place and are well delivered and enforced, this will help to curb unruly and rowdy 
bullying behaviours at schools. 
The critical widespread atmosphere that is prevailing must come out in order to prevent 
bullying. For example, parents at schools should be notified about the extent of bullying 
or victim problems in their own schools; these parents should come up with amicable 
solutions themselves in changing the predominant situation. Establishment of rules 
against bullying necessitates room to deal with the perpetrators of bullying activities at 
schools. The rules and regulations are designed to curb bullying at schools at classroom 
level, individual level, and school level. The classroom level is under the control of the 
teacher, and it creates a good classroom climate. The individual level deals with the 
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behaviour and attitude of the learner. Finally, the school level focuses on the overall 
school climate. 
5.3.5 Reporting of bullying to the teachers 
Bullying activities must be reported to teachers, so that action is taken in order to rectify 
the problem. Teachers are responsible people who can help the affected learners. If 
the problem is not rectified, the learner should report the bullying to the parents. The 
parents can then take further action to see the principal and have the bullying problems 
rectified; nevertheless, the grade 11s did not trust the intervention of teachers. 
5.3.6 Identification of negative behaviour 
If a child suddenly begins absconding classes, or becomes unusually defiant or 
argumentative, this could be a sign that they are being affected by the bullying which 
might be taking place. The teacher on noticing changes in the behaviour of the learner 
should talk with the student, in order to establish what is taking place and eventually 
resolve the problem. Encouraging the learner to express his/her feelings without criticising 
and judging them would be a remedy. If the learner shares his/her feelings, it will greatly 
relieve the stress. 
5.3.7 Provide a conducive environment 
Being bullied has negative effects that can cause great anxiety and lead to physical or 
emotional scars which can be carried into adulthood. There is therefore a need to provide 
an enabling atmosphere to all the students at school. This environment also needs to be 
availed at home. The home should be made a sanctuary such that the learner will always 
want to return home. The same applies to the school; the environment at the school 
should be so conducive that the learner will always want to go back to school to learn and 
socialise with friends. Effective support systems at home and at the school help to provide 
the learner with the required resilience skills that can empower the learner to be self-
reliant and confident. This character will help to develop and mature the learner, as well 
as prepare the learner for future life. 
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5.3.8 Establish good communication with the teachers 
Parents should establish good communication channels with the teachers of their children, 
as this will help them to know how their children behave at school. If there is any help that 
the learner might need at school, it would be easy for the teacher to help. Good 
communication between the teacher and the parent helps to monitor the behaviour of the 
learner and gives the necessary support that the learner might need at school and at 
home. 
5.3.9 Rehabilitation of bullies 
It is highly necessary to rehabilitate the learners that are perpetrators of bullying activities, 
as some of them lack good parental care and social support. It is essential to offer support 
services to rehabilitate such learners at home and school as well. It is possible to change 
such behaviours with the support of the parents. 
5.3.10 Educating learners on bullying-related issues 
The school should embark on bullying awareness campaigns at the school assembly 
where a delegated class would have prepared something for that week, or school walk, 
or community walk once a month by “naming and shaming” all the related issues of 
bullying written on big boards, “THINK BEFORE YOU SPEAK – WORDS HURT”, or 
“HEROES LOVE AND RESPECT OTHERS”, and many more. The school could involve 
community leaders, celebrities, and popular role models to intensify what learners have 
been learning from the classroom about bullying. In those proceedings, emphasis should 
also be placed on the necessity of the particular myth about bullying, which is fallacious, 
such as to think that bullied learners are at least partially guilty or liable for being 
victimised or that bullying makes the victims stronger, and thinking that teasing done for 
the sake of being funny is okay. 
5.4 Limitations 
The study followed the criteria of a minor dissertation, and therefore there were certain 
limitations in place. Although the data collected was rich in content, due to the limited 
scope of this study, the discussion mainly focused on factors that were directly connected 
to the learners’ conversations and understandings of bullying, while other themes may 
have been left out and therefore may be elaborated on in future research. A limitation of 
this study can be linked to the participant groups, which focused on the sample size of 
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grades 8 and 11 learners from Cosmo Secondary School only, and this may not be 
generalised to bullying in all schools across South Africa. The findings of the study could 
have been much more meaningful and could have added much value to the study if a 
wider coverage of schools and learners representing schools in South Africa were 
incorporated. 
5.5 Conclusion and reflections 
In the final chapter of this study, a summary was presented of the research, and the 
findings were identified in the study. This chapter also focused on the recommendations 
for the study and further presents proposals for future research studies. The chapter then 
gave insight into the limitations of the study. The findings of this study highlighted that 
there is still a vast gap in the knowledge of the essential steps that need to be taken in 
the event that the learner has been bullied at school. There is still room for further 
research and intervention to be considered. The study reflected that dedicated and 
meaningful investigations, as well as intervention programmes, have the capacity to 
initiate and generate the required knowledge and positive changes towards eradicating 
bullying in schools. It is the researcher’s opinion that from this study, further research can 
explore the development of resilience in addressing bullying in this area. Future studies 
could clarify the development or intensification of resiliency, which could be infused in the 
curriculum to address the problem of bullying. 
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